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INTRODUCTICN

This volume of Ciassroom Research By Classroom Teachers continues the celebration of
teachers as Iife-iong learners of the art of teaching. On a daily basis teaching requires hundreds of
decisions and actions. Only when teachers create a structure for inquiring and pause to reflect do
they identify their Impact, uncover solutions to probiems, create aiternative ideas, and reach
conclusions about the effactiveness of their actions. The studies contained here reflect the
mental activities involved in teaching: observing, questioning, answering, intuiting, synthesizing,
and learning. | think you will notice the "reward" of such purposeful mental activity. There is a
sense of satistaction irclicated in each study that acts as a renewing force and compansates for
the expended energy. In these studies teachers plan and deliver instruction they are curious

-about. They spend time thinking about the consequences of their actions and implications of

their outcomes both for their students as well as their own professional behavior. Often teachers
use their evidence to join debates in their buildings, or districts, over appropriate methods and
materials to use effectively with learners. Reports Indicate they enjoy increasing their personal
power and influence over their environment.

This volume also acts as evidence to counter the prevailing negative attitude towards
teachers. The educators rapresented here take their classroom efforts seriously enough to study
them. The reflection on teaching indicated in these designs and activities indicate a palpable rigor
and vitality of thought that should be recognized and rewarded. All of thase researchers have
Included their professional addresses in the hopes you will contact them about processes andfor
materials they used. They all encourage you to design and study topics of interest to you and
they offer their support. Netviorking between researchers creates an excitement and an intensity
to teaching that becomes a reward In Iitself. Validity of results aiso increases as we collectively
study problems over grade levels, diverse populations, and environments.

The "How to Get Started" section of this volume provides a handbook of steps for
designing your own action research designs. [ expiain three categories of design activities and
offer worksheets for you to use while pianning. You may implement a study just about any time
during the school year. Action research doesn't require any drastic changes in your teaching. it

only requires careful thought before, during, and after what you would have done anyway. Join
us as refiective practitioners and see for yoursei.

Dr. Michael Tanner, Editor

Center for Excsilence in Education
Northemn Artkzona University

Box 5774

Flagsiatf, AZ 86011
{602)523-2€.11
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HOW TO GET STARTED

Why shouid you design and conduct your gwn personal study in the privacy of your own
classroom? Because teaching is an interactive, multidirectional process with hundreds of
instructional decisions being made instantaneously throughout the day. Teachers are in constant
danger of bacoming caught up in the mental frenzy of instruction and being dictated to by
conditions. Instead of being purposetul practitioners they are dominated by immediate events
and merely reactors to learners and group dynamics. When this happens, teachers finish a lesson
and then a day exhausted, but without much satistaction from their efforts. They rode afiger, but
at such a level of Intensity they certainly diint contro its direction or learn anything useful for the
next ride.. Thinking and acting as a teacher/researcher allows you to focus your instructionat
intentions and take.charge of your day. You will question, answer, then question your answers
until you see patterns emerging. The explanations you formuiate for these resuits identity
behavior you want to maintain or ellminate. The positive techniques or materials discovered
become part of your teaching rationale and begin to guide your decisions while you are in the
thick of things teaching a lesson. .

Classroom research helps you approach your classroom as a protessional growth
laboratory. The usual processes of planning, teaching, reflecting, and evaluating are made
rigorous by the addition of observation and gathering of evidence. The quality of design, insight
galned, and usefulness of outcomes is totally up to you. Documentation adds credence to your

- feelings about your teaching and substantiates conclusions and opinions about what works, and

doesnt work, for you in your situation. Exploring learning dynamics in a research: design provides
immediate feadback and brings you as the teacher/researcher as ciose to the effective teaching
evaluation process as you can everbe. A list of immediate benefits are:

1. Documentation of student progress and the effect of your teaching efforts.

2. Articulation of steps you are following to achieve an objective.

3. Fine tuning and personallzing the teacher evaluation process. Action research
puts you In charge of your own observation and evaluation. Professional growth
is personalized and relevant.

4, Building of conslstent patterns of success for yourseif.

5. Articulation of why you teach the way you do.

8. Grounding your teaching methods on a proven research base instead of feelings
or a status quo.

7. Ceiebration! You have added a component to your teaching which producas its
own rewards: insight, wonder, curiosity, exploration, proof, and reasoning.

Are you ready to begin? | am going to present eight simple steps to follow while thinking
through your design. There are three categories of designs to place these steps in with only
slight modification. Choose the category that best suits your question and your intent.
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Step Qne

Review the sample articles, designs, and questions in this volume for
ideas. Reflect on your own teaching and job description. What questions come
to mind about the teaching-learning process in your classes?

Step Two

Reaview tha three categories of research design prasented below and
select one 1o use while answering your questions.

Step Three

tise the pianning guide sheets to refine your pursuit of answers to your
question. Takking with a colleague is helpfui now. Use the peer editing guide
sheat (presented in the Conclusions section) to stimulate questions about your
initial design. The purpose IS 10 note any omissions in data gathering and
procedures before you begin so as nat to be sorry during the study. Ask yourself:
Am | collecting data and evidence that will provide an answer?

Step Four
Implement your study or enter the research sihuation.
Step Five

Collect and categorize your data. Code it and maintain comments about it.
Periodically spend time thinking about what is happening. Maintain a dated
research journal or dlary.

Step Six

End your study. Sitt through your resuits and summarize them. Use
visual summaries as well as words whenever possibie. Return to ysur question
and answer it. Look for additional results and implications. Presant interesting
and/or humorous examples of student work,

Step Sevan

Discuss your resuits with an interested colleague. Use one of the
exampie articles as a guide to write a draft of a Jfocument reporting your findings.
Use the peer aditing sheet as a guide to refine your narrative. Select a
pubication source and edit your first draft to suit their publication style. Send
your article off. Broadcast your results locally to your administrator(s) and
colleagues. Lisg the results to influence your working environment.

Ty

Steo Eight

Bask in satisfactionl

| am putting all three categories of design side by side to profile the slight differences
beiween models.
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Experimental
Problem Problem Problem
Review of Literature Review of Literature Review of Literature
Hypothesis Cuestion Entry into Field Site
Pre-Test PopulatiorvSample Data Collection Strategies
Treatment Instrumentation Hypotheses Formulation
Post-Test Data Analysis Data Analysis
Data Analysis Conclusion Interpretation
Conciusion

You decide which design activities and sequence suit your study by refining your
question and intent, then mxtching your plan to the realities of your classroom and schedile over
the period of tima you wiil research. For example, you may be <urious about your impact on
students. Spend some time namowing this curiosity down to a specific question such as: Does
my teaching styie have an effect on my students? Now you're ready to select a design category
that identifias your effect by projectiing what you woulkd have o ¢o to research answers to your
question. The organizer below Indicates possible avenues of thought to follow as a modei of how

to select a design.

Experimentai
1. Identify what you mean by
"eftacts” and "style."

2. Select or create 2 pre-test
for effects you think you
have.

3. Select a method or
behavior to study which you
use while teaching students.

4. Create two groups of

students nearly equal in

abilties..

5. Create two sequences of
activities - one with the
method and one without.

6. Teach.

7. Post-test.

8. Analyze for effects.

_Descriptive
1. Identify what you mean by
"effects” and "style."

2. Create a survey (or
surveys) with items that
isolate effects.

3. Select a population.

4. Administer surveys, inter-
view students.

5. Think of ways to get into
students’ minds and help
tham articulate effects.

6. Analyze data for effects.

=)

Ethinographic
1. Decile on a population.

2. Create a format for writing
your field notes.

3. Begin teaching and ob-
serving.

4. Refine your question.
Identify what you mean by
"effects” and "style.”

5. Write notes to yourselt
after each observation,
Interview learners, survey
other teachers and adminis-
trators, ask colleagues to
observe you, maintain a diary
or journal of observations.

6. Periodically review your
notés and look for trends,
categories, Iinteresting
quotes {rom students.
Describe your findings about
your effects with metaphors,
similes, examples, etc.

7. Organize your study in
some manner {categorically,
by effect, chronologically,
case by case, etc.) and write a
reponr.
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ETHNQGHRAPHIC DESIGN

Research methods from the social sciences suit educational realities much more
appropriateiy than design based on a scientific control ¢f variables. An ethnographer "lives with
the natives” for years and notes everything. Teachers aiso five with their leamners. As the year
hegins, the teacher/rasearcher notes pattems in the interactions occurring. Questions arise
about why and when certain things happen and the researcher focuses on information that will
interpret what is happening. Besides diaries, student work, surveys, grades, and scores the
researcher analyzes field notes taken as avents are taking place, interviews learners, and often
photographs the leaming activities as an aid to analysis of the dynamics involved. Collecting,
analyzing, and displaying products of svents is helpful too.

Guide for £ hic Desi
Purpose: to explore what is happening in a leaming situation by "living with the natives” and
documenting as many factors as possibie
AMCDFR. YOUR DESIGN
1. Describe the learning situation you

want 1o examine:

2. Describe and create your procedures
for studying the situation:

3. Enter the environment or create the
situation and begin to note the
dynamics and “actors":

4, Develop questions about what is
happening:

5. Continue gathering data. Analyze with
a focus towards your questions:

6. Identity patterns and deveiop more
questions:

7. Reflect upon the dynamics you notad
and ldentity insights and patterns:

e e b — S S — S E— —— Y Tk e o o o Ak e o el e o s o B A bbb o e e
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A suggested field notes format:
{Location of Observation) (Index Word)
Date: Time:
— DESCRIPTION OF EVENTS/PERSONS — BESEARCHER INSIGHTS/ICOMMENTS
I
1. Sequence of Events: ] (Researcher writes down:
I
(Researcher writes | - - infuitive reactions
descriptions of: |
2. | - - background/control
- - evenis and emotional state | infermation
of participants |
3. | - - categories of events
- = quotes . | and key words so you
] €an organize notes over
4. - - physical behavior, positions | long periods of time
!
- - Key words) | - - gvaluations
5. I
| - - conclusions)

Judith Goetz and Margaret LaCompte (1984) provide a thorough expianation and clear
examples of ethnographic process for coilecting information in Chapter 5 of their text
Ethnography and Qualitative Design in Educational Research. A brief listing of their steps offers
an introductory quide:

1.

2.

W

» ® N o o

Force yourseif to make decisions that narrow the study.

Force yourself to make decisions conceming the type of study you want to
accomplish.

Deveiop analytic questions.

Plan data collecting sessions in light of what you find in previous observation.
Write many “observer's commenis” about ideas you generate.

Write memos to yourself about what you are leaming.

Try out ideas or insights on key subjects.

Begin exploring related literature while you are “in the fieid” {researching).

Play with metaphers, analogies, and concepts in preparation for writing your
narrative describing v/hat you found.

The finished report is a narrative of what occurred during a lesson, unit, semester, or
school year. Analyzing and concluding about why and how ieaming happened is included. The
strengths of researching this way are: methods closely it what teachers do during Instruction;
rigor is added by taking coplous notes during constant observation of events: refiection occurs
while systematically searching and analyzing transcripts of interviews, observational notes,
student work, and other materials the teacher accumulates; teachers teach and siudents produce

vij,

&)
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as they normally would. A key difierence between ethnographic design and the other two is the
influence of comext. This type of research allows for the fluidity and spomaneity of events a
teacher faces. Key words are: observing, questioning, noting.

DESCRIPTIVE DESIGN

Researchers using this design study leamers by focusing on data collected - usually
through, but not limited to, teacher-made surveys. You may also use student work, researcher
diaries, observation chacklists, test scores, grades, etc. You may study data such as test scores

over years and identity patterns and/or trends. The insights come from the researcher's abiiity to
identity tactors and their relationsbips.

Guide for Degcriptive Design

Purpose: to describe a learning situation {or leamar) and the interplay of variables for the
purpose of studying them

AMODEL YOUR DESIGN
1. State your question:

What attitudes towards reading a

textbook do my students have?

How do studemnts learn new
words?

2. Describe the population you will survey!
describe.

|
I
I
I
!
I
I
I
J
I
I
3. Create the giurvey or activity students |
will complete to provide you with the |
descriptive information. |

Qr I
Describe the data you will collact about |

a situation or lsamer. |

I

I

I

I

I

I

I

I

|

|

|

4. Dascribe what you did in step-by-step
sequence.

5. Discuss your conclusions and insighis
related to what is happening in the
13aming situation or learners(s) you
selected for study.

The finished report usually presents charts and graphics of data collected and the
narrative explains pertinent observations and findings. Benefits of this research arg the use of
data over long periods of time Such as: district test scores for several years; grades and/or test
scores coliected for large groups of students; checklist and survay resuits collected by the
taacher In an attemypt to profile a category of students or have them self-report & cognitive process

viii
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teacher in an attempt to profile a category of students or have them self-report a cognitive process
used during leaming. Key words are: survey, collect, analyze, profile.

EXPERIMENTAL DESIGN

Comparison is the focus of studies in this group. Compare two or more groups, or two or
more metheds. Control for as many causative factors as possible in your research setting. Assess
pre- and post-ability in some way (this does not have to be a test). Quantify and discuss changes.
Validity of causative factors is increased by length of study and number of presentations ot
material/method. A rule-of-thumb shouid be that a study runs for at least 12 weeks and new
method used by students 3 times between pre- and post-assessments.

Guide for Experi LDesi
Purpose: to examine the effect of a new method or several methods by comparing and
contrasting
AMODEL YOUR DESIGN

1. Statement of the question researched:

2. Sample population:

3. Describe steps of instructlon for each
group. Attach actual worksheets students will
use and materiais the teacher wil use:

4. Describe the type of information you will
gather and examine to note changes in
students:

|1. Decide on a particular content field reading
Iproblem you have been thinking about for a
[while. State it in the form of a question.

| Can | teach a note-taking method to
|scphomores in U.S. History that will heip them
lorganize and retain information more
|effectivaly than they do now?

i .

[2. Select a sample -- your students, yours and
lone other class, etc.

| My first and second hour U.S. History
|class seem to have the same type of students
lin them. Or, my first hour and Steve's second
lhour U.S. History class seem to be equally
Imatched. | can chack factors such as number
jof each sex, total number of students, and
|grade distribution on the last test.

[
[3. Steps I actually will follow are:

|

jl g o o
| 2 2

| 2 3
fo4 4

| & 5.

|4. Think of several ways you could answer
fyour question. Decide o one to try out.
|Write down the general steps you will follow.

+4
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4. Describe the type of information you will
gather and examine to note changss in
students:

5. Conclusions/benefits:

|[4. Think of several ways you could answer
lyour guestion. Decide on one o try out.
|Write down the generai stepss you will follow.

] a. ! could davise worksheels using the
|mapping method of note-taking for Unit 3. In
|ona ¢lass, | could covar the same information
|as in the other class. but use the mapoing
|worksheets every time there was a
|prasantation of material. After the unit, | couid
|comipare the notes of both classes and test
|rasuits.

| Now think through the specific steps
Iyou will follow, :

| a. | will discuss the reason people take
|notes -- so they can remember something
\later and so they can romember which things
|coma first, elc.

{ b. For the first presentation in this unit, |
|will have students take notes as they aiways
ido. Afler class, thay will hand their notes in. |
[will evaluate both ciasses according to amount
|and crganization of information and decide
jwhich students have superior, average. and
|below average notes.

| c. | will continue teaching ths unit the
|same way to both classss, but whenaver thers
|is a lecture, I'l teach the mapping method to
|the second class hour.

| d. Afler the last lecture, | will again
|evaiuate both classes and classily the notes
linto the same three categories. | wifl solicit
|comments about notetaking from both
|classas.

| 6. 1 will then examine the datz in terms of
|these questions:

| How many students from each class
|were in each category before and after the
lunit?

| Why did the data come out as it did?

] What conclusions can | draw about the
\effact of mapping instruction?

I .

15. After you have thought of ways to answer
|the questions and have used your selected
|procedure, organize any data collected
|including students' comments and your
|observations. Draw some conclusions based
lon your experiment. List some additional
[tactors you would add or change naxt time.
jList any other related iieas you wolikd now ilke
[to try. -

s
et
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|[Example for presenting the data used in Step
14:
I
I 1sthr 1sthr | 2ndhr 2nd he
I [pre-) (post:) | {pras (post)
[#superior 2/31 3/31 1 2/31 8131
[#average  14/31 13/31 | 13/3t 18!31r
|# < average
] Control Group | Experi. Group
| {No change) | (Effect with
I . | low end )
|Analysis of the numbers reveals students in
the iow experimental group have moved up.
I
|6. Collect and report enlightening comments
[from students in both the control group:
| ™ would rather just listen than take
|notes.”
| *I have difficulty picking out important
|ideas. 1 try to write down everything you say.”
| "1 go over my notes before a test.”
I
|and from students in the gxparimantal group:
] *l like the mapping idea -- | can see how
|ideas refate.”
| "I never knew your lectures were
N |organized befors.”
| “It was hard to do at tirst, but after the
|third time, | saw what | was suppossd o do.”

SUMMARY

! hope you see from my directions that action research is nothing more than careful
teaching. The "action” of questioning, teaching, observing, and evaiuation are what you do
anyway. The "research” of designing, noting, anatyzing, concluding and following implications are
the benefits. So why not joln me and the introspactive artisans represented in this volume by
designing and carrying out your own study immediately. Satisfaction is quaranteed.

xXi
oy
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ETHNOGRAPHIC STUDY

Connie Milas

Miller Valley Elementary School
Prescott, Arlzena 86301
{602)445-5400 x256

Adopt A Whale
JHE S[TUATION

The ™ale of a whale” all began very simply a year ago last August when my family and |
were vacatloning in Washington. Having only taught three years previcusly to this, [ spent a lot of
"spare time” in the summers looking for new ideas. As I waiked through the Whale Museum in
Friday Harbor, | noticed a staci of applications to adopt a whale. | grabbed one and started to think
of how this could be used in my classroom. Ahal A class pet - it would be perfect! | had raised
rabbits and had aquariums full of fish, newts, frogs, and tarantulas. They had ail been axpensive,
time-consuming, smelly, and frustrating at times. How perfect the whale idea wouid be - no
hassle, low cost, and no one couid be allergic to itl

And that is how it all started. Adopting the whale became the heartbeat of our classroom.
it socn developed into a theme that would play throughout the entire year for my 28 students and
me. This research is my reflection over our special year together with my gasire to find out exactly
what happened?! What effect did organizing a ciassroom around a year-long theme actually have
on these third grade students? -

I am writing this report in the form of a calendar with classroom descriptions and my
reflections so that you might clearly see what happened in the months that followed. Questions
that | have now are: Did the students’ ownership of this idea play an important part in the
continued Interest? Did the outside publicity and attention we received add something to the
school environment? Ware we finding new ways to leam? Couid the teacher actually *iet go” of

the leadership role and participate In the movement toward a specitic goai? Could being an expert
in one field carry over Into other areas?

AUGUST

On the second day of school | brought out the adoption papers, unveiied the designed
“Year of the Whale" bulletin board, and began the discussion of the idea of a whale adoption
(Appendix A). After thoroughiy going over all necessary information, a littie eight year old girl
raised her hand and asked, *Can you telf me about how big of a cage we will need for our whaie?"
And so it begani

The necessary $20 needed for adoption was brought in 50¢ by 50¢, and aiong with that,
childran were bringing in whole libraries of books and videos. There was interestl

(Reflectiong} Hmm, | think this might worki The kids are excited! Culd i really get away with it?
How can ! plan fanguage arts, socla! studies, and science lessons around this?



@S
i

2
SEPTEMRER

My studante were bursting with excitement and desire to get into leaming more about
whales. They were asking, “When ‘wiil we get to see a real whale?" "Could we go o an ocean?"
Prescott, Arizona, a small town fidden in the mountains, did not lend itself to such possibilities.
Mr. Bob Williams, our new principal, was asked Into our room and one sweet girl was encouraged
by others to ask him the *big question.® To my surprise, his answer was, “Let's see if it is
possible."

We began reading Scholastic's Living Classic Version of Moby Dick during our literature
time. i aiso tried to spend five or ten minutes a day reading through the reams of material that had
been brought into school by students.

We began the process of selecting "our” whale. Each day we read through the
descriptions of about three or four whales (Appendix A). There were over 70 to pick from. It was
school as usual in othar areas; math, reading, spelling, history, etc. with the exception of a spacial
energy that seemed tu be generated as the students interacted with one anather.

Near the end of the month we had our annual parent night. The parents asked if the

. fumors were true. Most of tha parents were very positive and like the “idea”. Thers was a lot of

discussion as to what a reasonable cost might be, destination, transportation, length of stay, etc.
Everyone was aware that our school board had to skay guch an idea, but they piedged their
support and efforts.

(Reflectionz) Mr. Willlams wrote me a note which read, “See me regarding wearing shorts on the
beaches.” We sat down and discussed the necessary channels that | needed to begin looking
into. He advised me to begin now i | indeed had any hope of pulling this off. He was very
supportive. | am scarad now. Is this for reai? As | tell other teachers that the door is open for me, |
reaiize the awesome responsibility that | will assums. Do | want this? How much extra time will it
take? Wil it really benefit ail of the students? What will other paople think? Connle, these are third
gradersl Easy class pet - eh?

QOCTOBER

Parent Interest had increased. One parent came forward that wanted to head the
necessary fund raising committee with several others promising their time:

October 10th was the day we sent in our adoption papers. We had decided to adopt
"Splash,” a two-year-oid whale living somewhere off the San Juan Islands in the Pacific Ocean
(Appendix A).

Each student started compiiing a whale folder to house the large supply of information.
As | read, the students would work on this. Later In the month, we began a science unit on water
habitats. We used our basal science book and leamed about the ocean and its plant and animal
lite from planiton to whales.

Entries in tha students’ joumals were interesting. The class was split Into five groups. |
used the journais to dialogue with one of the groups daiiy and the other four groups wouid write
on a topic that | chose for them. They wrote about why they wanted to see a whale, what it would
be like to be a whale, and what they aiready know about whales, etc. Book reports were showing
that everyone was reading about the subject aiso.
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The list of fund raisers had to be tumed into the district office for approval. Administrators
wanted to know how many of the parents actually would aflow their child to go on such a trip. Out
of 28, 27 sald, *Yes.” By Christmas the 28th one had become affirmative.

Students made banners and posters for the Hailoween Camival - ous first fund raiser.
Their favorite poster was, "Have a Baleen Halioween.” They were busy writing the necessary
letters to peopla that made this possible (Appendix B). | was a whale for Halloween - what else? (I
later wore the costume to the school board meeting.) :

(Refiections] The ball is roliing now, and whether | am there or not, it will continue. It “beiongs” to
them. They know i, and so do |. It feals good! It has always felt better for me to be the "leader” in
tha leaming process, and this is a new one for me. | am not ieading: instead ! am assisting to steer
in a safe direction. 1 see the students being more excited to be jn school. Every subject is
interesting! They bring our theme into everything. :

NOVEMBER

| began reading a new book to the class, Prince of Whales. !t was a tactual novel and the
children loved the innuendoes in the story that would have gone over their heads a month ago.

The teacher who teaches the trainable handicapped children in our school taught three
children in our class a sang about saving the whales (Appendix C). They, in turn, taught it to the

rest of the class. Our class family was growing - a new bord was formed with her class. We had a
common interest.

As part of fund raising we took to selling popcom and candy at events in the schoof.

Different stuents took tumns with mothers assisting. Thank you letters were again written as a
class lesson to those narents.

We did our usual Thanksgiving activities, but the whales kept popping up on the list of
things chiidren were most thankful for. We made ceiebrity turkeys out of paper plates. "Moby
Turkey" and "Ahab” were quite unique for Thanksgiving centerpigces.

Things were coming together for our trip. Our draams were beginning to take form. The
closeness of this class was unbelievable. We were becoming a very cohesive group with an
important goal in mind. New students were being added, and they wers weicomed into the fold
immediately. The group took it upon themselves to do a lot of one-on-one futoring to get them
caught up. Everyone was involved and there were no outsiders. Slow leamers were working as
hard as the gifted ones. The desire to learn more did not have to be manutactured - it was there!
There was a lot of genuine helping and caring going on.

When we recaived the final "okay" from the school board, there were fireworks! We did a
lot of continuous writing about feelings because they were definitely thare ! (Appendix D).

{Beflactions) Don't mess up now! Connie, they are counting on you. They are dolng their part. !
really don't want to be in the limelight - known as a crusader, but look at what is happening. | can
See a difference in the children’s writings. Now they can all write for 15 minutes without stopping
to complain about not having anything to say. Aimost all of my lessons have something to do with
the whales. It is hard now not to inciude them in every area. Absenteeism Is almost naught. They
are bubbling with ideas and questions. | wonder how fong this will last?



@S
i

4

DECEMBER

With all of the special activities of this month, | thought we wouidn't have much time to
"think” about whales, but that was never the case.

We received our picture of Splash and all pertinent information on him (Appendix A). The
pictures were copied and laminated so that the students would be able to carry him with thern
wherever they went. Onie student even gave a children's sermon about it at church that month.
The adoptive parents were proud indeed! As Christmas approached we made sait dough whalé
ornaments - one each for our trae at school and one for them to take home.

We were receiving donations from various organizations. As a glass, the children would
aiways write letters in response. Three of my chiidref from especially troubled homes were
improving academically. They had been toid that they would be allowed to go on the trip. One of
them told me that she was afraid to go. They were as filled with knowledge on whales as the other
students. No one lacked the basic skilis that prevents some from moving on. One of these

children outdid most of the ¢lass when it came to remembering facts. | saw others looking up to
him for the first time.

{Beflectiong) it is fun to watch leaming taking place because it is usefyf and meaningful. it seems
1o be aimost effortless for them. They know that they are being observed by members of the
entire commiunity. They hear tha controversy about us making this big out-of-state trip. We have
:0 prove that this year-long project of ours can work. | have no trouble In motivating them in any,
subject, for they know "schooi” is importart. They will eat any fish that i throw to them. At this
point, | am realizing that It is a trade-off. Teaching is so easy that the other legwork invoived seems
appropriate instead of instrusive. ! do not feel the usual pressure of Christmas: and bey, you
should see tha wondarful whale "stuff” | received! :

JANUARY

Instead of literature, we moved to a subject called "whale study.” We ware now doing this
for at least one-haif hour a day. We began studying whalas trom issues of Zoo Books.

This was the month of parent involvement. Over half the class had both parents invoived.
One of the fathers came in to present a siide show to the children on the whaies he saw in Alaska.
Another father, a science teacher from the high- school, brought in a collection of whale bones
and sheils from the ocean. (Five different chikiren took tums taking the collection to several of the
other classes that ware interested.) Still another father set up an appeintment for me to meet with
or:e of the iocal Lion's Cluts. They presented us with $280. The father of a new student saki that
he would videc tape our entire trip if he couki come with us - we found room for him!

| met with the parents one evening to get all arrangements made for our big fund raiser,
The Whaler's Flea Market (Appendix E). { gave an update on the progress of details on the trip,
and the leaders of the paient group took over from: there. Children preparad for the fund raiser by

making signs and helping In any way that they could. January 23rd was the day of the wild affair
that earned us over $300.

Wae lost a student at the end of this month, which was difficult for avaryone. She was

moving to Oregon. We toid her she might actually see our Splash during migration and that
seemed to make it a itlle easiar for har to move away.

19
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Someona from the post office came o interest the childrer in collecting stamps. Our ciub
was called Tha Prascott VWhalers and individual work began on developing the Save the Whales
Stamp (Appendix F).

The chiidren were starting to realize they know more about whales than aimost everyone
they know. Even their okier siblings in other classes were amazed.

(Beflections) Is this a dream? Why is everyone so helpful and cooperative?” It feels as i we are a
small piatoon of pecple winning a war. Students are all saying,"See, | toki you we couki do iti® We
are further ahead in several areas of curriculum at this time than | have ever been. We are being
able to accomplish more and do a batter job. There seems to be a restored trust between home
and school. There is such a "community.” I've never seen anything iike it. | cannot explain what is
going on - | only knovs that it teels wonderfull

FEBRUARY )

The was “"tha month." All things came together. We continued working on
understanding the facts in Zoo Books. We found echo-location to be extremaly interesting. Our
knowiedge level had increased considerably. All students knew and could categorize the many

differant kinds of whales.

A banner was given o us by a second grade class, a cake from the handicapped chikiren,
and cards from several of the other classrooms. Teachers and students throughout our school
ware gxtramely supportive.

We had raised more than the necessary amount and were now able to pay for all meals
and aven have some lgft over to pay for fish to feed the whales at Seaworid. Ore parent had
bought all of the children ar myself shirts that read “Year of the Whale,” and presented them to
us before we boarded the bus.

Parents helped me get the student notebooks, filled with 43 pages of whale activities that
had been found from varicus sources, ready for the trip. On February 11, at 7:00 p.m.,, 28
students, 17 parents, and 1 teacher were on our way to San Diego. We boarded a 60-foot boat
with @ marine bioiogist 6n board at 5:30 a.m. for a 2-1/2 hour cruiss to seq a whale and leam about
the ocean. No whales were to be seen that day due to weather conditions 50 we were thankiul
that the next stop was Seaworld. There we were able o feed, pet, and watch their whales perform.
It was back on the bus at 2:00 p.m. and home by 11:00 p.m.

The following day at school, 22 out of 28 students were there at 8:30 a.m. All but one
managed to show up by 10:00 a.m. No one wanted to miss a minute of "whale class.”

A parent had made a beautiful whale cake to eat on this "day atter.” We talked, wrote, and
taliked sorme more. We waiched the movie Mahy Dick and had a Valentine's Day Party.

In the following weeks, we did a lot of "paper talk:" continurus writing as communication
between pairs of students (Appendix G). A whale expert came in to see us and explained more
on the language of whales. He shared his ideas on a new theory that he was presenting on sperm
whaies. We "experts” enjoyed sharing in this discovery.

(Beflections} Our trip was wonderfull Can you Imagine that spending 28 hours tugether with 28
children, 6 dads, and 11 moms was enjoyabla? It wasl It was an experience | wii naver forget. We
were all filied to the brim with "exparience.” My words can never express what we expearienced, |

th
ot
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will never forget a child bending over a whale and hearing "the sound” and then gasping, "Echo-
locationl” Qr how about a child filling her dad in on the important facts he neaded to know before

we got there. And then there was the little girt that couldn't stop telling me that she wasn't afraid
anymore.

| feel a peace that | never thought possibie. Ihey had done it with my heip, but not
because of me. 1 stood out of the way to make i possible.

MARCH

This was a month where the students began having strong opinions and feellngs on the
controversial issues of whaling and the care of whales that were kept in captivity. Many of the
students were deciding to be whale trainers when they grew up.

One of the mothers wrote a one-page story about a whaie and asked i we might makae it
into a class book. She came in about once a week or o for the next two months. The chiidren
worked indiviiually and cooperatively to form the story of Spouter Jr. Each child also iitustrated
one of the 30 pages. It was a real source of pride when it was sent to press. We made enough
copies to send to different community members, other classrooms, Seaworld, and approximately
20 publishers. We delivered the whale books, tapes, and puzzle that we nurchased for the

school to a different classroom each week for the students to share our love for whales Appendix
H). .

Woe continued reading more about whaies. Several prizes were won by the students at
various art and cuitural falrs for music, lterature, and art using the whate theme.

{Reflections) |see a calmness among the students; there is a slight *luil" in the excitement level
over whales, but it comas back whiie learning our multiplication tables. School is still fun and the
best place to be. | have been afrald that after the trip the bubble would break, but it Isn't

happening. Thare is a levei of seif-esteem that the group seems to have attained. They are
“cetologists” - whale experts!

APRIL

Two weeks of this month were spent on our annual standardized testing. The usual
pressure was not apparent for most students. it was great to take a break from testing by listening
to our whale tapes, beautiful orchestra music, using the songs of whales as their theme. it really
helped the children relax. We also watched tifms on whales and the video tape of our trip.

At thig point the children were eager to share what they know with others. They loved
inviting guests into our room. They also were abie to do rmany more higher levei learning skiils.
They were doing a lot with graphing, questioning, comparing, contrasting, and sending letters to
Seaworld with ideas for having the whales live longer In captivity. Everyone was able: to do these
skiils, not the top few high achievers, bi't everyane!

{Reflections) | ordered blank books and fiva coples of pictures from our trip for each student and
the children began creating their own books about the year, the trip, or whatever they wanted.
They are masterpieces. Their themes are all unique. One reads, "Anything Is possibla if you are
willing to work.” Another is, "How my dream came true.”
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We borrowed a-set of 25 primary books on whales, and invited one of the first grade
classas into our room for palred reading. My studsnts are doing a lot more than reading - they are
teaching and loving it!

MAY

Qur final Open House - we Qot to display it aili We hung a giant six-foot plastic whale from

the ceiling and offered krill (shrimp) for the parents. Qur whale math, writings, and artwork were
everywhere. :

We taught ancther third grade cass our "basics." They designed how the lesson would
be taught, broke up into group, and did an exceilent job with cooperative leaming. The roles were

reversed the following week, and their class taught us about the differences betwesen the forest,
grassland, desert, and fundra.

Later we were invited to a fourth grade class. Students from both classes were paired; the

fourth graders read a selection from their basal reading book on whaies and we read them our
book, Spouter, Jr.

{Reflectiong) The end of the year is here, and it is a difficult time. We have become so close, and
the children are not excited about breaking up the “family. We enjoyed our "whale study” until
the last day. The cetologists are ready to be set free! The letters and comments from the parents,
and the growth that has been made are proof that “their plan has worked. :

1teel hollow. Good-byes are always hard, and this is especially so. We have al! grown in so
many ways, but it Is hard to make a closure. The chikiren are asking for a reunion!

BEFLECTIONS

Organizing "my" classroom around a year-iong theme had a very definite effect on my
third grade students. The topic was one that was exciting and interesting and one in which much
current iteratura had been written. Our resources were endiess which helped immensely.

Strong relationships are bullt one at a time, usually not over night. We needed every day

of the nine moniths to fulfill our multiple curricular goals. | found thematic teaching to be a thread
that could biend all material together.

| believe my students made great strides this year in many areas, academicaily and
emotionally. A restored trust between home and schoo! enabled a freedom, peace, and
excitement that increased self esteem as it encouraged learning. The progress made by many of
the individuais was made only, | believe, because of this specialness. My gut level feeling is that
this bellef that they were special was carried along with them as they left this classroom.

As for my growth, # has to do with belng able to see the value in tuming the ownership of
learning over to the students, | had always feit that for anything really goed to happen, | had to
orchestrate every part of it. That was my roadblock that made me look and feel tired and which
kept others from feeling any real sense of accomplishment.

The students’ ownership of our theme was the most important factor; they made the
“magic” happen. It wouldnt have been magic at ail without this. | participated with them in the
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planning and we leamed together. We were all lsaders, all necessary spokes in the wheel. Can
the “magic” be repeated? |don't know. | have some thoughts on subjects for the beginnings in
future years, but the students will have to author the rest.
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o Dept, WW, Falmouth,
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Every orea can be indi-
vidually identified by the
shape amd composition
of its saddle patch and
dorsal fin,

The dorsal fin of aduf
hulls cn grow 10 6 feet
in Jeng™ . the Gin of
females and juveniles
grows to 3 feet. Adult
ores reach lerigihs of
from 2230 feet and can
weigh up 10 4-5 1ons.

=]

Tha lifespaut of the orca
§ LaKRown, bul is 2
wast 50 veurs, and My
x as long as 100 yeors
o femades,

Only
seventy-seven
magnificent

Orcas ply the waters of Puget Sound. They live
in small family units known as pods and take good care of their
young. They feed, travel and frolic together. Unlike nearly any
other species on earth, the Orca shows a highly developed intel-
ligence, an icute sensitivity and a remarkable ability to commu-
nicate through language.

The Orcx has been known popularly as the “killer whale™.
This has a ring of the dramatic to it, but is very, very far froma
genuine description of this large but gentle mammal. The Orcus
of Puget Sound feed on saimon and other abundant occan and
Puget Sound fish and are hardly the killer sort. The notion of
“killer whale™ has, until recently, however, helped 1© justify
their hunt, killing or capture as an acceptable, if not even 2
romantic adventure,

Berween 1963 and 1976 unrestricted netting and capturing
threatened the Orcas of Puget Sound. Out of 4 frightengly lim-
ited population, 37 Orcas were captuted and kept. Ten Orcas
disappeared apparently unable to survive the caprure process.
Due to outcrics from researchers, stuie officiuls and the public
alike, the State of Washington enacted landmark legislation in
197G bunning the capture of the Orca.

The magnificent Orca is not out of dunger yet. Qur seventy-
seven Orcas are now facing the cven more ominous threat of
ertvironimental pollution. We don't wunt for our Oreas what nas
happened to the California condor whose total populaion in
the wild is now less than 10 birds due to the adverse c¢ffects of
environniental pollutans.

Help
protect
the Orca

seferiific and neg

e

wJ
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TLE WHALE MUSEUM
The Orca Adoption Program

Rescarch » Educatlon

P. 0. Hox 943 + Frnday Harbor, Washington 98250 . (206) 378.4710

=-&7 "Splash" CHild of Grace

€plash is a new infant member of L-Fod, which is an extended
family of 48 orcas {killer whales) resident to the inland waters
of Washington and RBritish Columbia. Splash was born gometime
during the winter-spring of 198%. Splash’s mother is Grace (L-2)
and her i1 year old sister is Orcan {L-39). Splash and her
family can usually be found traveling in the subgroup associated

with Dskar (L~1), Canuck {L=7)}, Victoria {L-33), and their
offspring.

In addition to the unigque shape of their dorsal fin, Splash and
all the other orcas can te recognizad by the white saddle patch
pattern on each side below the dorsal fin.

the resident ccmmunity of 77 orcas, J,K and L-Fods, often join
together to socialize and fes=d upon the migrating salmon in the
summer and $all. In the winter K and L-Fods go out to the outer
ccasts of the Olympic Peninsula and Vancouver 1sland to feed on
wintering sockeye and pink salmon, while J-Fod stays in the
inland waters feeding on chincok salmon, rockfish and herrina.
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To Whom It May Concern:

The students in my third grade class and I would like
to request permission to rake a trip to San Diego for a day
of in-depth study concerning the whale and {ts hablitat,

In August, we decided that we would
a class pet. From that point on,
more about whales hasg growll tremen
students have expreased an intcres

these sndangesred animals in @5 natural an environment as we
can provide,

adopt a whale as
the interesgt inp learning
dously., Many of the

I have contacted N.J,Palmer of Project Exploration. He
1s a teacher working with the Mesa School District and has

been organizing tripes such as this for tep years without a
mishap,

The buses provided by the compan
with reclining seats and restrooms.
dollar insurance policy on the bus an
coverage per incident of accidental d
have been no claims filed,
drivers for safety reasons.
They will arrive within fifte

y are luxury Greyhounds

They have 3 five million

d five thousand dollar

eath for riders. There

The company provides relief

Punctuality is a priority.

en minutes of the proposed cinme.
We will be leaving Miller Valley School in the evenling.

To insure as much vest as possible, lights are out at 10:30 p.m.

with no talking allowed,

We will arrive in San Dlego Har
a harbor cruise boat with a marine b
biologist is nrovided by the San Die
will seine for rlankton,
dredge the bottom for spe
be sorted and Put into aq
discussion bv the marine

bor at 5:30 a.m. to hoard
iologist on board. The

o County Schools. Students
do water samples and test them, and
cimen; of sea 1ife., Sea 1{-e will
uariums on the boat along withh a

blologist. We would 1ike to plan the
trip for sometime in January or February as there would ke a
good chance of seeing a humpback whale at that time because of
migration habi:cg, )

Later in the morning the kids will eat breakfast and travel
to Sea World for a tw

© hour educational tour provided by the
park staff. The students will be able to see and learn more
about the orca whale wnich 19 the species that we are adopting
from the Orca Adoptio

n Program in Washington. We will return
5y 10:30 p.m. One day of school is all ehat will be misged,.

We all realize that allowing a third grade class this
priviledge is an eéxception, but we hope that you will realize
that it is an important part of a year-long study of this
unique mammal, We set gaide part of every day for study and/or
discussion or the whale. We currently are reading the classic
Moby Dick and are in the Process of picking one of the 73 whales
in the Puget Sound for class adoption,
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Fund railsers that we are planning include letters from
students to various gervice organizations requesting their

support, a booth at the Halloween Carnival, a rummage sale,
and ice cream sales.

There will be at least ten ad
0o more than three to a group to b

cost will be $67.50 per student.
pay $25.00 each., P

Scholarships of 325
able to afford it.

ults in attendance, making
e supervised. The total

Students and the teacher will
arents will pay all of the $67.50.

.00 could be presented to any child not

Thanks once again for your consideration,

Sincerely,

Connie Miles
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PROJECT EXPLORATION, Inc. i Millee aile aqrd Grade, 300-13-77
2123 East Encanto ’——__A___

Mesa, Arizona 85203 SE’ @U E ST u ~——
(602)'964-7572 | 425

P’ca.se_ P\a.c e oOn

‘ . chec P'( -
- Dear QOceanography Applicant:

e '
On “ﬁ&»ﬂ? , | have chartered a bus and a boat and have made
arrangements at Sea World, in San Diego, to have a special educational tour of that facility
for you and your classmates. The bus and co-drivers will pick you up

at- 6:3075,/)1. — ﬁz/e_q_.u-L_. X Droo =P I

This trip is identical to workshops | have taught in years past for teachers, as well as other
trips | have conducted for high schﬁl, junion high and upper elementary students. If you

are interested In oceanography, this trip is an outstanding opportunity to further your
knowledge in this important area.

The fee includes chartered bus transportation (air-conditioned with a restroom), boat charter
(with marine biologist instructor), entry into Sea World in San Diego for a marine science
education program. The students will have iree time in the park for lunch (not inciuded).

Although the itinerary may vary with each trip, we will follow this basic timetable:

* Travel by bus from your school to San Diego:

* On board oceanographic vessel studies {early A.M., dress warm):
* Sea World education tour and program:

* Travel home late afternoon for late evening arrival home,

1
Y =

participants, on a first-pay, first-
serve basis.

Here's hopiiig you can join us.
Reservation deposit

Balance due

. TOTAL,/ 5
N.). Palmer 7*— 0. \o"’-éé-. 5
President, Project Exploration, Inc. 3/

Upon payment of Reservation Deposit pick up
“Parental Consent Form,” and “List of Items to
Bring"

L2
s
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20 Januvany 5, 1987

Dean Panenta,

Now that the holiday excitement and aectivitiea ane behind

ua, (t ({2 time to dinect oun attention to oun clasza taip to San
Ui.e.g.a.

We have been wonking veny hand to naize the funds necessany

to realize oun ﬁaal. As a reault of ice cream sales duning lunch,

a booth at the Halloween Cannival,” nefrneshment sales duning achool
bonui moviea, some donationa, newspaper and aluminum can necycling,
etc. we have raised close to $600.00! We have neached the halfway
point in oun fundnaiaing, but. the time to go ia veny close. We

widl c;nténueétz aell ice caeam dunin lunzﬁ, wﬁécﬁ will aid to

ourn coffens, 0ut are counting on funda tuv be nalased throu ounr
WHALERS FLEA MARKET. Oun flei manﬁet will take place on 5§tuuday,
Fanuany 232d, at Millen Valley School. We nealize that (t hasa been
difficult fon aome panenta to” help with oun previoua fund raising
activitiea, which tovk place duning the achool day, but are neally
counting on gf Legaf one panent on adult member of the family to
help with oun flea manket. We cannot proceed with thia project unleaa
we have the necessaay help. Adulta will be needed to put up postena
&n vaaloua places in town, to help with paicing and aet up on Faiday,
ﬂanuaay 22nd, to work the bootha along with oun atudenta, ﬁelp with
food preparation in the food bootha, clean up, ete. Aa you can asee,
we need to unite in oun effonta to meke thisa fund ralaen a huge
auccear and mahe the taip to San Diego a neality fon oun children,

On {ueaday, ganuang [2th, at 6:00 P. A, there will be an
ornganizational meeting tn flas, flilea’ avom. e will ahanre ideaas,
Lonm any necesaary work committees and wonk out all details at thia
time. Please make every effont to attend. Will you kindly {£ill out
the foam at the bottom of thia letten, whethea on not you' are
plaining to attend the meeting. Please have youn cﬁéldiaetuun the
Zoam to fiza. fiiles no laten than Friday of this weer. Thania!

The excitement ia mounting aend we can neach oun goall Let’a do it/

Sincenely,

Bev Hanve

Yea, I am willing to help and will work the Flea flanket.
No, [ cannot help.Anothen memben of oun family can help, howevenr.

No, I cannot help.

N

P/I one;

N

v
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Whenthe children sz1y gl of the

whales they were so excited! The
5

-

. . . . N
riendly pod invited them inTor
rides. For the rest of thet day, un-

. _ [ -
til Sunset the children took turns
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This wes Lgfoou%e ’s chance f‘o’ 5qv2.
The day. Down, down dleep he wen;
He agrabbed the child, suam back to
the surface and rf)/aced her onthe

bow of the boat
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hopin Hwey would see. He felt a little
sad nowfn3 hed been oo busy

playin g
Spou't"e - Jr. wanted the kids to have
2 great day at Sea World, so by using
his sloecia/ communication, called echo
location, he let his cousins at Sea
17
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IT'S A SIMPLE AND FUN WAY TO HELP US FURTHER
KILLER WHALE RESEARCH,

K-14 “'Leia®™ Motber's Helper
Lea 18 3 ueenile fomale member of
K-Pod Lend 1s the second affspring
af Sounder (K-3) a0d enly the see-
ond calt baenin K-l'od during the
Last 12 veurs. She was burn i the
wintet-spang of 1977, 50 she is &
vears old. Len spends most of her
time traxveiing with Soumder and
her new Daby mblng, Opus (K-16),
who she sonictnnes gets w help
ke care of.

K-16 *"Opus* 4 “‘HBloom
Crranty"® Far Opus is the nuwest
calf in K-Pod. Qpus 1s the second
offspring of Sounder (K-3), and
univ the second calf born in K-Poxt
sinee Y74, Opus’s sisier is Lela
{K-14) who wus horn in 1977,
Opus, Leia and Sounder apend
most of thewr ime traveling with
Morgan (K-4), Geargia (K-11) and
Sequim (K1),

..

L-1=Oskas" Podner's Partner
Qskar 15 an adult male member of
L-Pod. Oskar has been docu:
mented since 1974, He saends
much uf his e with e vaung
bull Podner (L-0) and Viciona
'Loasy as well as Victora s culves
shatidl S0) and Ina 4L 34).

L-2 "Grice"™ Qrceir’s Mather
Crndet iy an Al ud temaie tomber
Yad. Ney
mwtied 19 e as An g
the notihwer of Orcan (L3291 She
ufien travels with Oroun, Canuck
ta female) and the voung hull
kadnae (1-0), who may bz het son.

L:3 *“Orizna Island Traveller
Osanaas an acdull female who s
dosumenied 10 be uver 12 vears
€.< 12 1954, 3he 15 the mother of
Nootka (L-51Y ard traveis with
mumbers of L-Pod. Her compans
wns are Nuoika, Olympa (L-32)
und 2 ~oung bull named Dvlan
1L-18).

L.-4 “Sonar* Elder *'l+Pod"
Lady Sonar s an adult female over
2( vears old. She 1§ the mother of
Astral (L-G1Y who was born in
ahout 1970 and Nugger who was
born in 1973, Sonar is one of the
oldest verifiable females of her
pud.

L-12 “Alexis” Qut on Her Ou u
Alexis 15 3n adult female member
ol L-Pad. Alexis rangys froni south-
ern Puger Sound « the Camphell
River and west i the coasts of Van-
couver Island and the Olympic
Peninsula. On the cozsts she fol-
lows sockeve and pink salman
with the rest of L-Pod. Alexis has
never had ber own calf. She usu-
ally can be found traveling in the
subgroup associated with the adule
bull Ohum (L-10).

L-14 “Cordelia™ ¥o HHefrs Cor-
delia is a yiung adult female mem-
hier uf L-Pod, She 15 the daughier of
Tsunami {L-23) and was born
aruund 1969-~0. In 1YRI, Cordeha’s
vounger sihling. L-49. <hed and in
1982 her mother died Or Jdisap-
prured. She has nat yvet had a calf
and usually can be found iraveling
10 Oskar's (L:1), subgremip.

L7 **Pacheena’ Funny Fin
Hacheena 1§ 2 voung adult male
memher of L-Pod. Fachceny was
furst decumented 10 1974 as an
immature male Berween theee and
five vears elgd In 1970 he began
showing definine sgns of dossal fin
growtl byt since then lus &
has heen sows 1puy et
stynted Puchiorna s
the suhgzoup of five swhales that
appears 10 have guned Kbl o
gooun of 10 whales,

L-18 "Kiska™ A Joiner Kika s
an adul female membst of L-Pod.
S 8 VR S YEUrs Lag and WS
firat ducumenied i 1% e 2g7dn
agtull At ko ame she had a calf
tL-96) wlhiuth was bora sround
W72 In 1usihe cull dist of disap-
pedredt Kisaa 1s a meinder of the
subpgroup of five whales tha
appwass W hdve womned R-Pod
group of 11 whalzs)

L-21 “Ankh™ Independen:t
Mother Ankh 1y ar alult fuale
member of L-Pod. Ankh las been
dosumenisd singe 1974 sheay the
mother of Marina (L-47) and
{Le4B), who theg of ABanpeate i
1982, It 15 oot cicarly known with
w Iich subgroup she and Maning
are associaicd.

L:22 “Spirit"” The Chonger
Spiritis 2 voungadah femzle mem-
be: of L-Pod. Sputiz was fizst pho-
tographed m 1974 as the four vear
old calf of Qlympia (L32). §pins
was though! to bt a rmale up uniil
1985, because her dorsal fin
looked like 33 was goting 100 big 1o
Be that of a femaic. But 1n 1985
Spisiz gave birth 10 Sumnzr (L-69).
making it ¢lear what her sexual
affiliation is. Spint was 16 when
she gave birth 10 her fiest call, sug.
gesting that sexual maturity s
these ureas may not occur until a8
latg as 14 vears of age. Spirlt and
Sumner spend their ume iraveling
with "gtandma" Qlympia, and
Clympia’s other offspring, Cleo
fla+4)and Scota (L-63).
[

Ji

L-32 "Olympia” Grandmuoiber
Bhale Qlveid 1 an adilt fearile
member of L-Pod  Olvmma was
fisst photegraphed m 1974 s
an adult fenale wah g 4% veur old
calf (Spurng, B22), g researchiors
estimate she i ar heast 33 vears obd.
In addnion o S, siie is the
mother uf Cleo (L), who sus
Born in 1973, Disney (L-36G), wha
was born i 1078, ban died i 0HLL
untd Sconz {L-63) wihy was born in
1984, OlymprE's uldest daughier.
Spirit, ust gave hieth o her fust
calf, Sumner (L-691, 0 19h3%, making
Olympla a cunfirmed
grandmontrr,

L-33

L-35 "Victoria™ Queen’s Neono-

4=

T

wes e
wroun Lrsnfiitva vt

L:38 “Dvian”™ Y ung aud Rest-

Leganiognne
females in has ~uhye
{L-3), Misky fL-axr .
{1:532). Ever o 198a Dvlan « oo
fin has appeared o gy LT

L:39 "Orcan™ Chiid of Gracce
Orcan 15 & young idett and was
horn during the wwnier-spring of
1974.75. She and her mother,
Grace (L-2) spend much of thee
tme traveling in the subgroup of
whales associaigd with Fodner
(L-4).
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ETHNOGRAPHIC STUDY

Shelley Bunch

Prascott High School
1050 North Ruth Street
Prescott, Arizona 86301
{602)445-5400

Teaching SGR to High School Students

JTHE SITUATION

My problem has been the textbook used by my district to teach World Geography. | have
felt that the book is written on a higher reading level than one at which many of my students can
comfortably function. The book, World Geography Today published by Hoit, Rinehart & Winston,
is written at a 10th grade reading level according to the publisher's information. My students are
primarity 9th graders; | have 16 students who are higher than Sth grade. This book was chosen by
another teacher three years ago when World Geography was offered as an upper division elective.
The book is now being used as a freshman, required course textbook. This is where the problem
begins. The book is a good book, just too hard for the cross-section of students that | work with
everyday. The problem is compounded by the fact that the ciass must be taught in one semester.

QUESTION

Will the SQR Reading Method help my students read and understand their World
Geography textbook at a higher level resulting in higher chapter test scores?

POPULATION

| started the project with 163 students, but my class totals dropped to 152 students by
December. | had considered doing only one class and comparing results with another class, but |
know I'd be charged with being unfair. Instead | chose to treat ail the classes the same and
compare each student's work 1o their previous work. This class is not leveled or tracked in any way.
For many of my students this was the first class they took that was not leveled. My iowest level
reader was been tested at a 4.2 grade reading level and student scores ranged up to 12+ grade

reading level. The classes were large, averaging 32 to 33 per class. The class petiod was 55
minutes, with class maeting every day.

PROCEDURE

What | decided was to introduce survey, question, review {SQR) to my classes. | had
hoped that by introducing this method, my students wo-tid have an objective approach for
comprehending and retaining the textbook information. it seems that sometimes those of us who
teach secondary content classes tend to concentrate so much on our particular facts and tigures
that we forget to teach how to read and remember.

e
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PBOJECT SUMMARY

On the moming of October 3, 1988, | entered the classroom ready to go. | was brimming
with PMA {positive mental attitude). The grades in the class up until this time were low, with about
one third of the students falling the tests. [ just knew this method would help both my students
and myself. With this attitude | started the class by asking a simple question: "Who would like to
get better grades in this class?" An ovemwheiming majority responded favorably. | took this as a
good sign. So i told them | had a plan that would help them understand the book, and even went
so far as to tellthem they might even enjoy the class more. | asked them to list what they thought
was causing the low scores. | received the usual answers ranging from “Teacher is boring” to “The
room's too hot." One idea kept coming up though: “The book is toe hard.” After this discussion, |
had the perfect lead-in to my plani i expiained the idea of reading for a purpose. If you are reading
to answer a question, you should retain more of the information being read. i showed them a
World History book written by Gerald Leinwald that starts each section with a question. “We are
going to write our own questions for the geography book,” | explained. | walked them through the
first section: the first sentence of each section is In bold print so the sections [ wanted them to
work with were easy to racognize. | explained how to survey each section. | suggested they read
the first and last two fines of each section. Next, take that information and compose a question
about that section. Next, read carefuliy the section and answer your question. At this point, they
were all with me. | explained that they would be expected to do this for each of the sections of tha
assigned chapters. | would collect and assign points for their efforts. Things were okay until they
tried to do a few sections by themseives in class. Thay became tarribly frustrated over composi
the questions. Many, | discovered, could not teil me the main idea of the section. We spent the
rest of the day and ail the next working on the first chapter In class. | felt like a forest firefighter
running arourd trying to put little fires out: just as | thought | had one under control and ¢n the
right track, there would be five more cries for help. | started to sense tremendous frustration

building. | kept assuring them that it would get easier with practice. Mcst looked at me in total
disbelief.

By the end of the first week, my classes ware In a shambles. Frustration had totally
overtaken the climate of the classroom. A very good student with a 97% average, came into the
classroom beside herseif. She blurted out,”l hate you. No, | don't hate you, | hate geography. No,
| don't hate geography. | hate, | don't know what | hate but | do know | hate this." She expressed
what many of the students were feeiing. For me, an interesting cbservation was how all of this

affected my discipiine and class atmosphera. My once wonderfully mellow classes were gone and
I was facing a hostlle rebeliion.

After the first test, some of the complaining stopped. The scores didn't Improve the way |
had wished and hoped for. The average improvement was eight points. No one did worse which
I took as a positive sign. |told myself it was still too 500N to see an effect so we kept going. As the
weeks progressed, | started to notice pattemns. The top students seemed to be having more
trouble than the lower students. | tried to determine if this was bacause they feit this method was
beneath them or if they simply didn't fike the extra work. Same said thev had a method that
worked for thermn. The lower level students seemed to be growing into the method. Another
student, for instance, actually became happy with the system. | talked with his reading teacher
and she said he needed structure. This assignmant seemed to provide for that need. | also

noticed that other lower reading ievel students saemed to like the assignments. Test scores did
inch upward for these students.

After successiully putting down the mutiny for three weeks, | moved on to what | call
Phase II. | told the students they couid choose to complete the assignment, receiving extra credit
for thelr efforts (never ask high school students to do something for nothing). | explained that
those who chose to go on would get notonly the benefit of the higher scores but also some extra

63
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credit. | expected to get a standing ovation; | barely got an excited "Ohl* The first week, only 18
of 152 students completed the optional assignmant. Better scores on the tests continued. The
next week, only six compiéted the SQR workshest and almost all the grades dropped. We talked
about this in clase and why it happened. Amazingly, the next week 42 students participated. All
of them found success with the system. By Dacember the numbers had leveled off to around 40-
45 students compieting the optional worksheets, not quite one third of the students. | was happy
with this number. Some of the top students feit they didn't need R, and some of my low students
unfortunately just didn't care. | feit the SQR procedure worked Jmuch better after | put it on a

volunteer basis rather than as a requirement. Most of the test scores raised one grade leve! and
have sinca leveled off.

Here are three examples of students’ work. Notice Student 1's work is extremely datailed.
She had a difficult time with main ideas. Instead, she capied the book. Student 2's guestion is
very broad. Student 3's questions were much more to the point as are her answers. Student 1
and Student 2 did not continue; both found this system frustrating. Student 3 found success and
continued for many weeks.

Student 1

Z

Records are sparse because there are no written records. Kingdom of Kursh is
described by Greek in 5th century BC. Capital was Merot, now in Sudan. Iron work
broduced tools to much of eastern Africa. Most prosperous 300 BC to 300 AD. Concored by
rulers of Axum from highlands of Ethiopis. Axum was traders and merchants.

Ancient Ghana was presint day Mali near the headwater of the Senegal and Niger
river. Flourished from 700 to 1200. Ghana controlled traid roughts from West Africa to
North Africa. Ghana was eventually destroyed by invaders around 1200. Started slave
traid. 1300 Mali most powerful empire in West Africa. Held on because controlled
caravan roughts. Timbuktu, one of Mali's great cities. Traided salt and gold.

Songhai, West African civilization. Capital was Gao, was on Niger River east of

Timbuktu. Defeated Mali in #s of wars. By 1400, Songhai empire extended beyond Mali
territories.

[ R0 ~ E
the kingdom of Kush. (iron)Axum, Ethiopic.
Ghana (Mali), senégal and niger rivers.
started the slave trade and traded Gold.
Ghana destroyed around 1200, soon after 1360 turned to Mali.
Songhai - capital Gao - Staniey explored on the Congo R. Dr. Livingston - Eastern
Africa

conference of Berlin 1854-1885

Ashanti - democratic, modern day Ghana Tribe. matrilineal gbusua - female side
of family, have a constitution and a court of law. made money in trading, but are
subsistance farmers. Drink wine and beer. The men pay bride wealth for the brides.
marry at 13. If you want to marry again, mail has too agree, also same with divorce.
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Student 3

1. Early African Civilization ~
1 What history is known about sub-Saharah before european exploration?
Greek - 5th cen. BC
Controled Nile R Valley
2. What were some famous empires?
Ghana in Mali - 700 to 1200
Timbukiu in Mali - city

Songhat in Gao

4. Why do some sub-Sakaran countries prefer one party governments?
Because they can move more quickly to achieve national goals.

4, When did the countries start to become independent? 1956

5. When was Ghana destroyed? 1200
6. What are some problems faced by sub-Sahara?
1. Building a nation with the often illogical colonial boundaries.

BEFLECTIONS

As | was deing this project, | developed some questions concerning the background of
my students. Why did some students have such a hard time with something so easy as writing the
main idea of a section? ! always felt this should be well leamed by the time they are in high school,
but now | have proof that it isn't atways learned by this time. The same is true for questioning. |
have to teach how to write and answer questions at different cognitive levels.

I have decided to try this again next year, but will start it at the beginning of the school year.
| felt | needed to spend more time on the introduction of the method. | can also see a connection
between this and having them taking notes cormrectly in class. My class time is so precious, 1
sometimes fes! that It is wrong to take time away from the curriculum. After this exparience, | feel
that teaching reading sklils is just as Important as teaching the gross national product of Brazil,
With the emphasis in reading across the curriculum, 1 hope more teachers will stop and take the

time to teach, or review, needed reading skills in class. This can only result in better educated
students.

ca
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ETHNOGRAPHIC STUDY

Lori D. Daht

Granitie Mountain Junior High School
1800 Williamsor Valiey Road
Prescott, Arizona 86301
(602)445-5400 x260, x27

Using Computers with High and Low Readers

THE SITUATION

The students | selected to be in the research study are all seventh grade students who
are presently taking the seventh grade, mandatory, computer literacy course. There are six
students total, three of whom are boys and three of whom are girls. The high group consists of
two boys and one girl. The iow group consists of two girls and one boy.

The average reading levels ara: high group - .6 grade; iow group - 4.0 grade. | felt that
these groups would be different enough in reading 0 act differantly while leaming cn the
computer.

it has been proven that computers can aid leaming in the classroorn. 8But can using the

computer actually improve the reading level of SOTH high and iow readers without any additionai
instruction on reacding skiils?

When [ decided to try to find out how the students’ reading levels differed while on the
computers, | decided to do an ethnographic study. | would pretest the students, observe their
behavior, and ask them questions about how they felt about reading and working with the
computers. | would maintain notes of their responses throughout the semester.

To find the students | would use in the research, | asked for volunteers in my computer
literacy classes. All who volunteered | pretested with an easy-to-use word recognition test (San
Diego Quick Assessment Test) which tested up to the tenth grade reading level. Of those

students who | tested, | chose six who | woul! observe. Three high levei readers and three iow
level readers.

To understand what kinds of techniques the students use to read, | administered a
reading behavior checklist {Appendix A). On this check list the students circled as many
behavioral sentences as were applicable to their own reading behavior. Also, on the first day |

asked each student nine questions about reading and the computers. The questions are as
follows:

1. How do you read the directions? Show me.

2. Does the computer he'o you to read?

3. How?

4, What happens when you write on the computer?

5. How do you feel about writing and reading on the computer?
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6. How do ycu feet about following directions while using the computer?

7. Why?

8. Do you do better or worse, in reading and writing, while using the computer?
9. Tell me how you feel about the computer in general.

The reason behind these questions was to determine what they would say about the
computer, and how they felt about reading while using the computer {Appendix C).

WHAT | DID IN STEP-BY-STEP SEQUENCE

To start the research, | administerad the pratest to determine who my subjects would be.
it turned out that | had one giri in my third hour ciass who was a high performer in reading. She
tested on the ninth grade level. The other five students were in my more "challenging® fourth
period class. The other two high readers both had a tenth grade reading level. The three low
levei reading students were at third, fourth, and fifis grade reading leveis.

After choosing the six students, | administered the reading checklist and the oral reading
questions. After doing this, | started to write down their behavior. | noted their finger technigue in
typing, their attitudes in class, how weli they used higher leval thinking process that it takes to
program, and how well they did in group work, fiowcharting, and trying new software packages.

When | started this research we were on our tast week of learning keyboarding
techniques. Their assignment was to type a one page, single-spacad letter. It could be to
anyone, about anything. The first behavior | noticed was the difference between the high readers
and low readers in getting organized, choosing someone to write to, arx getting started. The
high readers seemed excited about getting started; the low readers had to think of someone to
write to and then try o come up with something to write. They had three days to accomplish this
and two of the low readers didnt know what they were going to write about until the second and
third day. One student became extremely frustrated and started lo cry on the second day of the
assignment. He couldn't decide whe o write to. The letters are eye-opening (Appendix D). A
student who pretested at the third grade reading level, has extremely poor sentence structure.
Every sentence starts with the person’s name to whom she is writing. The student who cried
wrote a letter only nine lines iong, due to getting started on the day the assignment was due. His
spelling is poor, but he seems to understand how to structure sentences. A third student
misspeils quite a few words, but she makes correct parag ‘aphs and sentences. Her typing skilis
ara excallent, due to having been taught keyboarding in sixth grade.

The three upper level students finished their letters. All had good sentence and
paragraph structure and good speliing.

We had a test over the computer skiils that they had been using during the four weeks
that we were working on keyboarding skills. By their test scores, | could see who had really
understood what they were doing and who didn't. There was nothing on this test that they didn't
have to know to run the program that we had used for the entire four weeks. Out of 25, the high
readers scored 23.6. The low readers scored 19.1. The scores Indicate low achlevers In
reading wers hecoming luw achlevers In computer use too.

Our next unit was programming which requires application level thinking capabiliities. It is
very analytical in nature and Is usually very hard for ANY seventh grader to grasp the concept.

J7
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Both high and low readers were frustrated at first, but after week one the upper leve! students had
the basic concept down pat and were doing weil. | heard a Iot of comments from low group
students about how "boring” or "stupkl” programming was. These comments and their worsening
behavior told me they were frustrated and therefore just did not want to try. By the end of the
second week the whola class had started following the low group's lead and said they were bored.
This was the only class in which | heard any negative comments. The other two classes Seemed
eager and willing to learn. In fourth hour we then quit programming and studied a chapter on
programming out of the book. The book is above a seventh grade reading level and the highest
score out of a possible 30 on the test was 20. In hindsight | see | shoukint have required reading
as a way of leamning. The iow group can't leam by reading.

Within groups 1t was strange to note that when they chose their own groups of three they
didnt choose peopie¢ who had comparable knowledge. | believe this was more on a basis of
friendship than anything. There was no consistency in who took charge in the groups.

HIGH READERS

Student 1 - shared responsibilities
Student 2 - took charge, ran the group
Student 3 - follower, shared group responsibilities

LOW READERS

Student 4 - led the group, non-productive
Student 5 - in a group of twe, did most of the work
Student & - foliower, shared group responsibilities

It was intereating to note that all of the groups had some form of reading
In thelr programming presentations and the low readers ALWAYS read the
definitions out of the book. Of the high readers, only one did. The other two
wrote notes on cards to guid2 their speaking.

The next observation was during flowcharting. This is when symbols and few words are
used to chart a program or steps to do something. Scores for the flowchart test, out of a possible
25, were: high group averaged 23, low group averaged 21.

This Is Interesting: When there Is very little reading involved, the low
reader does as well as the high reader. Student 6 Is the only one who Is consistently
behind in her thinking procasses. At this point | gave another questionnaire to find out their
perceptions of the computer, but this time | let them fill it out themselves instead of orally. |
thought | might get mare complete answers, but this did not occur (Appendix F).

The classes now started the application portion of the course. After being off of the
computers for a couple of weeks the kids were excited about getting back on them. The first thing
they did was "Crossword Magic,” which lets the user invent crossword ruzzles. They had to do
two puzzles which were graded on spelling errors and completeness o. assignment. Student 4
needed extra time to complete hers so she came in in the moming to finish. The average score,
out of 30, for the high group was 24. Average score for the iow group was 29. Amazingly, the
lowest score was Student 2. He forgot to come in early two days in a row to print his second
puzzle. His score lowered the high group's scores quite a bit.

The next program was a data base program called "Friendly Flier." it Is menu-driven and
utllizes many prompts at the bottom of the screen. The low readers would fall to look at

e
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the bottom of the screen and get confused. They either didn't see the prompts
or wouldn't read them. | also noticed that the lower students are afraid to do

anything hefore asking what to do. The higher students experiment and iry to
do ths assignment on thelr own.

As a post-test, | administered the same word-recognition test as in the pretest, but ! put
the words into sentences. | wanted to determine it they had improved over the last eight weeks
through other classes or on their own {Appendix G). ! then gave the same sentence word-
recognition test four days later on the computer. 1wanted to see i they had a change in reading
levels from paper to computer (Appendix H). '

CONCLUSIONS AND OBSERVATIONS
A, Crganizationat skills tend to be better -in the higher reader.
B. The students’ computer skills seem to be better with high reading skills.
C. There is a lower frustration level In the lower reading studants.
. Low readers tend to be less adventurous, more insecure, and less willing to try
new technigues on their own.
E. The "bad" behavicr comes from the lower level students niore often than the

upper level students.
F. Reading level has no bearing on a student's group role.
G Low readers are less comtortable in front of a class during a presentation.

H. Both groups did equally well with a sequencing assignment {fiowcharting),
proving that thinking processes are not necessarily elated to reading skills.

1. A laissez faire attitude is not restricted to low reading ability.

J. Seventh graders tend to care more about being with their friends than being in a
group that would get them a good grade.

K. Seventh graders do only the minimum amount of work that is expected of them.
They wil not elaborate.

L. The differences in success between the high and low groups when tested on
paper versus tested on computers is as foliows:

HIGH GROUP

Student 1 Student 2 Student 3
Pretest 10th 10th 9th
Paper 10th 10th - oth
Computer 10th 10th 10th
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LOW GROUP
Student 4 Siydent 5 Student &
Pretest 4th 3rd Sth
Paper 4th 4th 7th
Computer 4th 4th 7th

Student 1 had the exact same success on the computer as on the paper test.

Student 2 missed a total of eight words on the paper test and only five on the computer.

Student 3 improved her leve! by one grade when using the computer. She missed a total
of ten words on the paper test and only six on the computer.

Student 4 missed approximately the same words on the computer as she did on paper
aithough there were three more words that she got comect on the computer than on paper.

Student § hiad no change. The words he missed were the same on both except for one
or two words.

Student 6 is still at a fourth grade level. She changed only one or two words missed.
From this information | am concluding:

1. There is no significant change in success when testing a student
ON paper or on a computer scraen.

2. Successful and unsuccessful mental processes used while
reading are transferred to computer efforts.

3. Low ability readers do leam from computers, or at least increase
their motivation initially (Student 5's results).

BEFLECTIONS

I found that there were many things that | could research while not even trying to, such as
organizational skills, ieaming behavior, arkd frustration levels. it wasn't just reading that | was
researching, but the students' whole attitude and behavior.

At first | thought | wasn't researching right because | wasn't getting any differences. Then |
realized that in itself may be a finding. Next time | would research for a longer time. Maybe
changing these ingrained habits takes more practice?

There hasn't been much of a change in my teaching byshavior because | aim ry instruction
at able and unahie students now. ! have increased my iear.ing by reading assignments slightiy

and | teach them how to read the material instead of assuming they know how to read and will
transfer the required abilities.
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Appendix A

Reading Behaviors Checklist

Dr. Michael L. Tanner

Student's

Content Field passage is from: year in school

DIRECTIONS: Please read through this list of behaviors and circle the

behaviors you actually used to read this passage. You may not
be accustomed to thinking about how you read, so this list
suggests behaviors you could have used. Feel free to ask for any
ciarification you may need, or to add any behavior that is not
listed. It is doubtful that any one reader would use all the
behaviors listed.

Behaviors associated with how you read:

l.
2.
3
4.
3.
6.

7.
S-

9.
10.

L1.
12,

13.
14,

13.

16.

I say the difficult words out loud as | read.

I used my finger to deep my place as I read.

If I didn't know a word, | asked the tutor to pronounce it for me.

If I don't know a word, I think it helps to say it out loud or t0 myself.
If I didn't know a word, [ tried to break it into parts to pronounce it. .

If I didn't know a word, I tried to figure it out from the surrounding
words or sentences, -

If 1 didn't know a word, [ skipped it.

If I came across an unfamiliar word, I guessed at it based on how it
looked.

While reading, | remember looking at each word and not at phrases.

While reading, ! remember looking at phrases, not just individual
WOras.

I reread some parts of the selection.

I reviewed the material in my head as [ read.

I looked at the questions about what [ was reading as [ read.

I looked at the questions at the end of the section, or chapter before I
read.

[ compared information I was reading to what [ already know about
this topic; it reminded me of something else.

[ anticipated what was coming next in the selection as I read.

Ny

v
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Reading Behaviors Checklist (Cont.)

17. I glanced over the whole passage first then went back to read it more
slowly. T

18, lused the bc.;ld face headings as I read.

19. Iused the diagrams or pictures if they are included.

20. 1 ﬁways paid close attention to the beginning of the selection.
2l. 1always paid close attention to the end of the selection.

22. | tried to consciously remember what was said.

23. This reading reminded me of an experience I had.

2%, This reading reminded me of similar material I saw on TV, or in a
movie, or in a discussion I was in.

25. limagined the activity or scene as I read.

26. [Ireacted to what | was reading.

27. I thought about how I would feel or act if I was involved in these
actions.

28. I added material | already know to this selection.

If this type of reading were assigned as homework:
29. 1 would read this selection for enjoyment.
30. Iwould read this selection to cooperate and get it over with.
3i. Iwould read this selection and think about it as I read.
32, [ would try to remember details as I read.
23. Iwould read to understand the general idea.
34, Iwouldn't read it.
35. Twould start to read but probabl_y not finish it.
36. [1wouldread it and relate it to class activities.

37. 1would take notes as ! read,

Please circle whether your interest in this passage was: High Low

v

Y
(v
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Reading Behaviors Checiltl isct

Lori D. Dahl

.Name of studentn,\u_l_l.z__ Date 41/1955/85

DIRECTIONS: Please read throuah this list pf behaviors and
circle the hehaviors YOU ACTUALLY USED to read this passage.
You may not be accustomed to thinking about how you read, so
this list suggests behaviors:vou COULD have used. Feel free
ta ask for any clarification you may need, or to add any
behaviaor that is not listed. It is doubtful that any one
reader would use all the behaviors ligted.

Behaviors asspciated with HOW vou read?

i. I say the difficult words cut loud as I read.
o

2. I used my finger to keep my place as I read.

3. I+ I didn't know a word, I asked the teacher to pronounce
it for me.

4, I+ Y don’'t know a word, I think it helps to savy it put
loud or to mysel+#. '

5} I+ I didn't lknow a word, I tried to figure it out from
*—the surrounding words or sentences.

5. I+ I didn't know a word, I tried to brealt it into parts to
pronounce it.

7. I+ I didn"t Gknow a word, ! skipped ijt.

a. I+ I cam? across an unfamilar word, I quessed at it based
an how it looked.

?. I reread some parts of the selection.

.

10. I looked at the questions about what I was reading as I
read.

!1. I used any bold face hesdings in the assignment as I resad
the directions.

12, T ugsed the diagrams aor pictures in the assignment, to help
with the directions.

13. I never read the directions.

14. I would start to read the directiaons. but probably not
finish them.

15. Other comments:

[ Nl

1 wi)

BEST COPY AVAILABLE

47



@S
i

48

i

READING QUESTIONS
NAME CD(‘{([ e DATE QJQPD {85

{. How do you read the directions? Show me.

ek (eow Tetinnng,  + rean fael . \Dasn
ToEnd bnow & woeo «go\orln\)% oux o2 Hip i+

2. Dpes the computer help you read?
Ueer
3. How?
Tre weikss (A she Camps, wagty U
TR0y S0 (4S  eRSET 40 OERD O

T Uke Yo

4. What happens when you write on the computer?

k. TS Funcee..

5. How 4o vou feel about writing and reading on the computer?

T eenise, (tlees Mo LGt <l \SRiGLkee

6. How do vou fe¢el about fpllowing directions while us{ng tihe

T Mpes . Tasess Mces Diegrhions,
TORECHTS s heeuss

7. Whvy?

8. Do you do better or worse, in reading and writing, while
using the computer?
?» Tell me how veu feel about the computer in general.

P U\Ct \.jrl C,LL‘Z, \-X’f—g ,(‘m o x“L\QE‘. QLJ
wetts axwes, 4 AL

e
BEST COPY AVAILABLE O




. 1. How ou €l when you are on a computer? {(excited,
} bored, Tnterested.) .}

2, Why do you think you feel the way you do about computers?
J '}" ,M&ﬂr 5/.,:1/ “+3 Ao CELGL a./v.f;[ Cezrt

)

do coo ey oL,Hua/vf nGe

3. How do you ACT when you are using a computer in the
classroon? Du vou think yosur behavior xs better 2: worj;?
o

Why? ch\, Wb‘ﬁ JA /Tf't _"l- .
‘ ;ﬁﬂiia _ﬁi,ljﬁzxf“ZZv'fv/ [;xﬁf &luﬂf Q*C' &

L}:/ ﬁy-vé0[ _

LR

4. ‘Do you feel you have any kind of handicap when you use the
computer? For example, does your typing skills hinder ycu, ar
your reading capabilities, or your math skills?

WJ}‘ Z&.*Cou 1‘/62. ‘! tjﬁwu}lm&
{oacl&i c-caama(,{wfffj/<

Rl
(V|
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ETHNOGRAPHIC STUDY

Steven Gianelli

Prescott High School
1050 N. Ruth Street
Prescott, Arizona 886301
(602)445-5400 x240

Mnemonics in the Blology Classroom
THE SITUATION

| bacame interested in mnemonics after reading a paperback titted The Memory Book by
Harty Lorayne and Jenry Lucas. The book contained a number of different memory techniques
the authors found useful in many situations. Since | teach biology, and since the introduction of
new words and the memorization of those words is important, | tried some of the techniques on
myself. Surprisell They worked for me. | wondered, wauid these techniques work for a mixed
classroom of nice kids who had widely varying interests in the topic | was teaching?

I began by introducing 10 nonsense words, one of the hardest things to memorize and
retain. 1did this as a part of the "Hi, how are you" first two days where the kids ase still registering
into the class and it's hard to stay on task. The words were:

Airplane
Trees
Enveiope
Earring
Bucket
Singing
Basketball
Salami
Star

Nosa

I used atechnique called the fink, which is a method of mermorizing based on two simple facts: the
mind tends to remember things in a sequence and it remembers exaggerated, very large items or
large numbers of items better than something that is routine. Confused? When was the last time
you saw ar: airpiane? Were you impressed? Probably not. However, if the airplane was massive,
and | mean really BIG . . . let's say It had 12 engines and the wings were so long the tips touched
the runway and it could seat 5,000 people . . . you'd remember itl It doesn't exist, you say, which
is true, but an amazing thing about the mind has just been verbalized. Wile you read the plane's
description, your mind "saw” that plane, didnt it? Not only that, but the fact that the Image was
ridicuious made It easier to remember. What's the word we are talking about? You didnt have to
go back to the text to remember airplane,” did you? And so the game goes. To remember the
next word,” trees,” see thousands of trees growing on the wings of the plane. Cutrageous, |
know, but y our mind can see it, cant t? It's important to see the irees growing on the plane,
because it links the trees to the word "piane.” Mow see thousands of envelopes hanging from the
trees, in fact the trees may have envelopes for leaves. Got it? Good. Now see the envelopes full
of earrings, so full of earrings that the enveiopes are buiging at the seams and getting ready to
break, or you couid see one massive 300 pound earring hanging from each enveiope. Either will
work. Now see the envelopes ripping and the earrings falling out Into buckets which are singing.

u8
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The game goes on, but if you have been mentally "seeing” these pictures, you have memorized
and will retain for severat days, without much studying, the first six of the ten words. Try it. The
tirst word was "airplane” and the next . . . you finish the list. OK, now forget them, except for once
tormorrow. Think about them just once and you'll have them for weeks.

AESULTS

| tested my students, unannounced, one week later, and discovered 91 percent of the
students from my Period 2 biology class knew all ten words in order. A subsequent test given
three weeks [ater as an extra credit add-on showed an 82 percent retention.

Hmmmm, | thought. Could | use this technique to have students remember, say, the first
16 elements of the periodic table? | picked my Period 2 class, since it is my largest biology class,

consisting of 30 students, 15 males and 15 females. The results are tisted in Table 1 by roll book
number ,

Ouch. Resuits showed only 5 students improving their grade on the unannounced post-
test while 14 had lower scores. Five of the males and eight of the females had iower scores on the
post-test while seven of the males and five of the females stayed the same or Improved on the
post-test. Only 67 percent (17 out of 25 students who took both tests) still know 9 or more of the
16 elements 2 weeks later. Mot grsat . . . not what | had hoped for. .

Iitry again. This time ! gave them classifications of algae:

Chiloraphyta - the green aigae

Phaeophyta - the brown algae

Rhodophyta - the red algae

Chrysophyta - the golden brown aigae

Pymophyta - the dinoflageilates . . . usually a uniceifar littie guy

They knew the game rules now . . . | gave them an example . . . and they developed their

own memory gimmick. (Appendix A shows some of the mnemonics they developed to memorize
and retain the words.)

| gave them a quiz, unannounced, gave them another quiz ten days later. Results are
listed by roll book number in Table 2.

CONCLUSIONS

Results showed 11 students im[ oving their grade on the unannounced post-test while 5
had iower scores. Three of the males and 2 of the females had lower scores on the post-test while
12 of the maies and 11 of the females stayed the same or improved on the post-test. Ten days
later, 78.5 percent {22 aut of 28) knew 5 of the 6 terms. If | compare the two tests, | get resuits
which seem to indicate self-deveioped mnemonics are more memorable 10 students than are
teacher-developed memory aids and there saems to be no significant diffei<nce In the way the
males and females react to the use of mnemonics (Table 3).

An entertalnin;g spin-off of this study for me was to hear students verbalizing how they

were using the mnemonics in other classes, especially World Geography and History. Comments
like the following were gratifying:

1Yy
w
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"I was the only one in the ¢lass who knew the events in order . , . and I'm
not telling them how | did iti” Dale Qliner

"I stili remember the words from three days ago, after a weekend has
gone, and | didn't even study them.” Brian Carr

“I taught my little sister all the Presidents, in order, for her sixth grade
class and it was actually kinda fun.” Brandon Alexander

! batieve mnemonics can bhe a useful tool for students in some situations if they will take
the time to apply their imaginations and n_mke memorizing a game instead of drudgery.
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Table 1
Periodic Table Test Results
JestA JestB Improvement +

Boll # Sex Number Corect  Numbet Corract  Memory Loss -

1 M 16 186 same score

2 F 11 7 -4

3 F 12 10 -2

4 M 0 7 +7

5 F 16 16 same score

8 M 14 14 same score

7 M 6 4 -2

8 M 2] 2 -4

9 F 14 10 -4

10 F 0 4 +4

11 M 9 12 +3

12 dropped

13 r 13 3 -5

14 F 11 14 +3

15 F 3 18 +13

16 F absent 16 N/A-no Test A

17 M 11 18 +5

18 M absent 10 N/A-no Test A

19 M 13 10 -3

20 dropped

21 M 11 absent N/A-no Test B

22 F 16 13 «3

23 M 16 16 same score

24 M 16 9 -7

25 F absent 5 N/A-no Test A

26 M absent 7 N/A-no Test A

27 F 11 7 -4

28 M 16 9 -7

29 F 12 2 -10

30 F 11 10 -1

31 F 18 15 same score

32 M 186 18 same score

t'_l_
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Table 2
Algae Test Resuits
JestA JestB improvement +
Roll # Sex Number Correct  Number Correct Memory Loss -
1 M 2 2 salTie score
2 F 6 1 -5
3 F 5 2 -3
4 M 5 5 same score
5 F -2 4 +2
6 M 6 6 same score
7 M 6 6 same score
8 M 2 5 +3
9 F 6 6 same score
10 F absent 6 N/A-no Test A
11 M 8 4 -2
12 dropped
13 F 2 6 +4
14 F 6 6 same scors
15 F 8 8 same score
16 F 6 8 same scora
17 M 6 1 -5
18 M 2 6 +4
19 M 4 6 +2
20 dropped
21 M 6 6 same scorg
22 F 8 8 same score
23 M 2 5 +3
24 M 4 6 +2
25 F 6 6 same score
26 M 3 6 +3
27 F absent absent N/A-no tests
28 M 6 5 -1
29 F 5 6 +1
30 F 2 5 +3
31 F 6 8 same scora
32 M 3 5 +2

1y
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Results

# of students improving or
maintaining their scores on
the post-test

# of students with lower
scores on the post-test

% of students rexciting at
least 60% of material for
second test

# of students who took
both tests

Table 3

12
(7-M; 5-F)

13
(5-M:; 8-F)
68%

25

b
[}

J

Algae Test

23
(12-M; 11-F)

5
(3-M; 2-F)

78.5%

28
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ETHNOGRAPHIC STUDY

Lynn Reesman

Cardinal Stritch College Reading/Learning Center
6801 North Yates Road

Mliwaukee, Wisconsin 53217

(414)352-5400 x282

Breaking the Cycle of Frustration

THE SITUATION

Andrew is an sieven-year-old sparkle-eyed charmer. He knows much about the world and
paints elaborate verbal pictures with artistic flair. His stats? WISC-R scores: Verbal-127;
Performarice-114; Full Scale-123. As a second semester sixth grader, Woodcock Reading

- grade equivalents give the first hint of the problem: Word Attack-2.7: Word
Identification-4.3. Informal Reading Inventories suggest his comprehension skill to be two years
below grade level. The Salective Reminding Task revealed Andrew has outstanding non-verbal
storage and retrieval abillly, adequate verbal storage, abysmal verbal retrieval -- pocrer than 98%
of his peers. Andrew's speliing is awlui; his reading rate terribly slow. He meets the criteria that
identifies him as a dysphonetic dyslexic. He has average intelligence, adequate vision, hearing
and opportunity to leamn, but can't match sounds to symbois efficlently or effectively and reads
more than two years beiow grade level. Andrew needs four to five hours for homework per
avening, in contrast to his classmates who seem to spend one hour or less. His parents are
distraught. Worse yet, Andrew is a perfectionist; he is very reiuctant to commit to paper anything
that isn't completely formuiated in his mind. Not only that, if he can‘t spell what he images, he
tums up the charm. He's an expert at talking his way out of a written assignment by Showing eager
interest, superior content knowledge, and a spectrum of stall tactics to rival any | had ever
observed in my teaching career.

THE FRUSTRATION

Nonetheless, as the demands of school kept increasing, Andrew's frustration was on the
rise. Hls skifis with written language hardly budged. It was understandabie. When he did write,
what emerged looked childish, filled with spalling and grammar errrs, and empioyed the simplest
words within Andrew's repertoire. Andrew and ! both knew that his product in no way measured
up to all that he knew. As his teacher in the Cardinal Stritch College Reading/L.eamning Center it
became my job to help Andrew to cope, and hopefully to conquer. | saw him for seventy minutes
once per week. Within this setting, i i i

?

EXPLORING THE "BREAK"

Spurred on by the National Assessment of Educational Progress report that the
difference between a good reader and a poor reader might boil down to about ten minutes of
reading per day, | wondered if ten minutes of writing per session would make any difference in
Andrew’s writing fluency, writing skilis, his willlngness to take risks.

I set up these simple guidelines. First, | would tap into Andrew's strengths, namely his
eagemess to converse and share his knowledge. Thus, | decided that at the start of a session
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instead of greeting each other and sharing the week's events with each other orally, we would do
so in writing. Second, | wanted to shut down the rule system that typically shut Andrew down. |
made it clear that spelling and g-ammar conventicns were irrelevant to our written conversation.
Finally, 1 changed the writing time to match Andrew's time to bring an idea to completion. 1 decided
we would aim for about ten minutes, but | would draw my data from the time it took to complete one
side of a wide-ruled sheet of locse-leat paper.

A TASTE QF THE TASK

I'd like to share two partial samples of the kind of interaction that occurred on paper. The
first is @ segment from our first engagement; the second, the last. Note how bound Andrew was
to my leads initially, then how his word choice expands, volume increases, use of invented
spelling improves and how the quality of his interaction changes. | most enjoyed his inittation of
questions to me which occurred first in the seventh of ten sessions.
Sample One (9/9/88):
L: So teil me about any books you read this summer.
A: {Attempted to tell me out ioud.)
L: Write!
A: {Asked out ioud: wWhat do you want me to tell you about?)
L: Andrew, write: What do you want me to tell you about?

A: {Copying) What do you want me 1o tell you about?

L: Just titles. | want to get an idea of the kind of things you read.

A: You want only titles.

L: Titles ancd/or subjects - topics like mysteries or science fiction. What kind of stuff did you
read?

A: | read science fiction.

L: Do you remember which story you read?

Al The Box car children

L: I've only heard of that book Never read it myself. Should I?

A; Yes, it i5 a ghod story about sume childen.
L: What's the problem with the story?

A: Finding a loum to keep warm In anuther problem is one of them get sick.

L: 1 take it thelr parents are out of the picture?

"7
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A The parents are deid.

Sample Two (12/15/68)

L: Who sang at Bayshore Mall?

A: 78 Kids from bayside song. the 7th and 8th graders got to stand in the tree we soud in

front of the tree . . we sang about 15 songs. | think. after we went lo Basyshore we went

to micdenals ware we ate lunch the problem was there was anouther school there and it
thouk awile to find a seet.

L: Bummer I'll bet you were hungry!

A: Yes kind of but mom only gave me 2% whch only aloud me to have § ¢iken minugets and a
glase of, water. Lukly a kid brought 15$ and | daroud a daier and bought a strawbarry
shake It was good.

L: Good! New topic. Did you finish "On My Honor?"
Al Yes [ finished. It dident take me long ether.
L: Did you read anything that surprised you?

A: yes when he stoped a car the man look for a short peryid of time than gave up and sed get
the police. and drove away.

L: Was that part In the movie?

A: Yes. It was about the same word to. Did you read sumething this week?
L: Lots. But only stuff for work.
THE NUMBERS

Numbers confirmed my intuitive feeling that this was working. | counted the number of
words written, words per minute, and since this was a combined effort, | noted what percentage of
the product was Andrew's work. | also watched for his willingness to use words longer than three
syliables, hypothesizing that an Increase here would indicate a greater willingness to risk. | aiso

examined the samples qualitatively for other signs of development of conventional writing skills.
The following results emerged:

Besuits Words/Minute Andrew's %age 3 Svliable Words
Sessions 1-6 20.5 44.7% 3.6
Sessions 7-10 18.9 72.2% 6.5

It seems fluency “kicked In." Although the writing rate stayed about the same through our
experimental period, Andrew's production increased significantly. In addition, Andrew was much
more willing to use ionger words.

| also noted improvements in spelling and grammatical awareness. Significant to me was
the fact that Andrew began to self-correct. The word "boughi” appeared on flve ditferent weeks
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in Andrew's writing. The first two times he wrote "bot,” the third time "bout.” On the fourth
sample, he copied "bought” from one of my lines, but used it twice correctly later during that
writing time spontaneousiy. Note that "brought” is spelled correctly during the last sample. [n
addition to several individual words that improved with usage, Andrew crossed out and self-
corrected spelling twice as often in the second set of protocols as he did in the first. And, as he
really got into this procadure, about the eighth week, after a lengthy description of a party he

attended he wrote, "Sorry about the run-on.” His awareness of written grammar rules is budding
from the inside out.

BEFLECTION/CELEBRATION

I am convinced that as little as ten to fifteen minutes of written conversation per week with
the constraints of "corractions"” removed can bulild risk-taking and bonding with the written word in
a learning disabled student who experiences himsetf as a failure when it comes to putting pen to
paper. Andrew, and other students since Andrew's and my experiment, write more and use more
of their well-deveioped oral vocabulary. Improved spefing and grammatical awareness may be a
bonus. | am: deiighted to report, as well, that Andrew’s parents see a change in his attitude toward
homework. He stalls less and discriminates more often between what he can do on his own and
which tasks will require parentai assistance. | suspect Andrew's emerging image of himself as a
student who can write has contributed to this change.

vy
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DESCRIPTIVE STUDY

Katie A. Huffaker

Abia Judd Elementary Schoo!
1749 Willilamson Valiey Road
Prescott, Arizona 86301

.{602)445-5400

Wit Reading Aloud increase Interest In Reading?

STATEMENT QF THE PROBLEM

It has been recognized that "while young children develop literacy within broadly
predictable and recognizable patterns, the range of normal development is enormous and heavily
dependent, not on age or genseral intelligence, but on the literacy experiences children
encounter trom infancy” (Park, 1986). In digesting these words and forming a plan for action, |
asked myself: “is it not my duty as a first grade teacher to give to my young students a broad
literature menu? Shouldn't it ba comprised not only of basals and short stories, but aiso of
literature-type stories that can create a sense of drama, feelings of excitement, sadness, and
happiness that can be as compeliing and gripping as the action of television?" Recent literature
proposes that “lack of exposure to good literature must eventuaily have an effect on reading
which, after all, is an acquired skill* (Chadwick, 1982). | decided providing a literature menu was my
role and | developed this study to examine the impact of my decision on students.

BESEARCH QUESTION

Will reading a "rovel" aioud to my first graders increase their interest in reading enough so
they will read more on their own? If it did, 1 felt | was making them more proficient readers (and
writers) just by Increasing their engagement in such activities.

EOPULATION

The study took place in my first grade classroom of 24 chikiren with a focus on 3 students
from each of my 3 reading groups of "high,” "average,” and "iow."

STEPS FOLLOWED

| prepared a questionnairs to examine reading behaviors and attitudes. The Questions on
the questionnaire were asked to nine students, as descrined above. However, the entire class
was read to and participated In the activities. My objective was (o read the novel Charlotte's Web
to my students daily for 15 minutes after lunch. | usually read for gbhout 15 minutes because my
Purposa was not to stay within a specified time fength, but to stop reading at an exciting moment, |
wanted to stay away from Instant story gratification that seems to be the steady diet of tirst graders
who read in basals and who spend many hours watching television. During this reading time after
lunch, students were aliowed to “just listen” or to draw. | commented that since the book had very
few pictures, that it might be fun o be our own illustrators of the story. After that comment, all | had
to do was pravide the drawing paper; the llustrations came pouring in. As the students began to
labei thelr illustration with words and short sentences, | decided the time was ripe to provide a
joumat for each student as a supplemental project. Again, the students were never told that they

£ apa
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HAD to write in the journals; the journal and illustrations were optional activities that couid be
worked on during the reading time or free time. A box was kept in the room for the compieted
ilustrations and the students kept their journals in their desks {Appendix B). At the conclusion of
reading Charlotte’s Web (about nine weeks), the nine students in my study wére questioned
again using the same questionnaire.

As | began page one of Charlotte's Web, | was not sure how many of the students even
heard what | read. Howaever, by ihe beginning of the second week, students wouki come in from
lunch and ask, "Are we going to read Chariotte’s Web today?" My first grade students ware more
than capable of following the plot from day to day and keeping all the characters in check. In fact,
one of the high points of this research was on a Monday when my lowest student recapped the
entire piot in detail from the week before. This was a leaming disabled student who benefited
greatly by this success in front of all of his peers. .

In the early stages of the story, aimast all of the children enjoyed drawing as they listened.
After| introduced the joumal, most of the students tried writing in it. in fact, many of them showed
a great-enthusiasm for the chance to write (Appendix C). There was much more interest than was
shown i previous writing opportunities. Howaever, it seemed that most of the writing and
enthusiasm was occurring from the students in the "high” group. About one and a half weeks into
the jeurnal, { saw more writing accurring from ALL of my students. Although the journal was an
oftshoot from my originai question, we as educators need to be flexible in meeting the needs of
our students. Thus, as the children began to label the short *i" pig in their phonics pages
"Wilburt,” "Witbor,* *Wilbrt," etc. | knew it was time for them to have an oppontunity to write.
Besides, how does one separate the reading and writing processes?

Balow are some sample journal entries from the nine students | intarviewed.
Early Entry {(student from the high reading group)

Charlotte's wed was beautiful. iiove Charlotte’s web. It is so beautiful and 1 love the wed.
A Later Entry (same student from the high reading group)

One nite Willbuer asckd Chariotte to teli him a store. Charlotte began her store onse opun
atime my cusin gotafishinherweb. ..

Early Entry (student from the average reading groug)
My favrit Persun Is willber But hess Not a Persun hess a pig. Willber is Radicol.

Willber wants Charlott to com to the fair. Chariott sed | will go to the fair with you. You are
mi frend Wiliber sed Chariott. To Be Cuntiud

Eardy Entry (studert from the low reading ¢roup)
Ths store Is kod Charlotie's web

A Later Eniry (sarne student from the jow teading group)

Thely] wint ta the fer. Unkis ha was so Big Wibr tanitd.
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A copy of the questionnairg is attached to this paper (Appendix A). In the interest of
space, | have picked a sampling of t-e most relevant questions.

1. Do you like for people to read to you?

Al of the students said, “YESI

2, Name any book you liked reading.

Four of the nine students named Charlotte’s Web.

3. What would you rather have: extra recess time or extra time to look at any book in the
library?
First Adminstrat | ater Administrat

Four students were for more library time, five
students were for more recess.

Six students preferred more library time, cne
student was undecided, two students
preterred recess time.

4, What do you think about when someone reads to you? (Answers are numbered to

correspond with each student.)

1.) think about th 3 story

2} mydad and mom

3.} 1just listen

4.) 1think about what they are reading

5.) | don't know-—-maybe ice cream | might get
later

6.) think about my friends

7.} about all different kinds of things

8.) lieel ike [ love you and want to give you a
hug {This Is from a student who said on the
questionnaire that he liked to be r9ad to, but
he was naver read to at home.)

9.} about the story

CONCLUSIONS

1.) Ithink about the story

2.) about something in the book might really
happen

Jd.) 1think about the story and { think it s nice
4.} 1think about what they are reading.

5.} Ithink about how good it feels

8.} think about what they are reading

7.) 1 think it is good to be reading and
learning

8.) 1want 1o say thank you

8.) 1think about the nice story and ! think
about going to sleep

Before | began this classroom research, | knew as everyone else seems to that reading

aloud is an effective teaching method. But why don't we do it more often - and in first grade
particularly? Why don't we use good literature more often? The journat samples indicate an
increase in writing complexity in a very short time. The entiies began as bits of thoughts;
however, as the students were exposed to good literature, they were able to see how language
works and how thoughts ara developed. The students were able to use these techniques in their

own joumal writings. The questionnaires indicate students begin to pay more attention to
comarehension through listening.

-
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My main purpose for this classroom research was to measure attitudes towards reading
and to change those attitudes to the better if need be. | betieve most of the students are headed
in the right direction as shown by the resutis of the second administration of the questionnaire. |
think the results can be explained by the interplay between listening to complex language In an
interesting story and being encouraged to respond by visuailzing and/or writing. Sharing
information as a class was probably an insightful activity too. This story represents literature that
teachers shouid search out and use more often. It is interest-catching and cannot be
comprehernided fully just by locking at the pictures or without discussion and sharing activities.

This method of using literature and listening led fo many unforseen activities during my
study. The students became so Interested in spiders, pigs, and farms that | saw the resuits in
other activities. On phonic workbook pages, the pigs were often labelied "Wilbur.* Curing an art
activity with clay, students made pigs, goose eggs, spiders, and webs. ! planned a trip to a farm
about the third week of the study and students reacted strongly to the pigs. Comments Ike, "
don't think Wilbur is that big" and “Wiibur is like these baby pigs” were common. By the fifth week,
| decided to create and teach a science unit on spiders. It lasted about six days, ten hours. We
also began to discuss "friendship” about now. About the seventh week, | made this note in my
research journal: "Not only are the kids enjoying this, but so am 1! | can’t believe the memory

these kids have for detail. For example, the next day they could still remember all of the different
focds in the pig trough.”

As teachers, we need to view reading aloud as a serious strategy for teaching our
students some basic skills. Reading aioud should be interwoven in our teaching methods and not
just thrown in when we have a few spare minutes. To get the best resuits for our time, we shoulkd
select with care those books we read to our students. Then, plan activities that atiow for and
encourage rasponding to the plot.

1 have enjoyed doing this classroom research because | can now cbnﬂdently read to my
students 15 minutes daily and know that they are not only enjoying it, but also learning from .

BEFERENCES
Chadwick, B. (1982). On reading aloud. English Joyrnal, 71{5}, 28-29.

Park, B. (1986). Shared reading promotes student engagement. Highway One Winter, 9(1),
29-32. :
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Appendix A

NAME

1.) Do you like people to read to you?

2.) Does someone read to you at home?
Who?

3.) Do you wish this person would read to you more?

4.) Do you ever agk someone at home to read to you?

5.) Do you like to look at a book after someone has read it to you?

6.) Name aﬁy book you liked reading.

7.) How much time do you spend watching T.V.?

8.) How much time do you spend reading/looking at books each
day at horme?

9.) What would you rather have: extra recess time or extra time
to look at any book in the library?

10.) Do you have a library card?

11.) What do you think about when someone reads to you?

ERIC

Full Tt Provided by ERIC.
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DESCRIPTIVE STUDY

Gloria Esser
Waukesha Pubilc Schoois
Waukesha, Wisconsin 53186

Efiects of a Buddy Reading/Writing Strategy on First Graders

STATEMENT OF THE PROBLEM

Fourteen first grade students are having difflculty mastering the basic sight vocabulary
well enough to read the three Harcourt, Brace, Javonovich (HBJ) pre-primers. Morale is jow
among these students. Children are beginning to describe themselves as non-readers.
Teachers have tried traditional approaches to building basic sight vocabulary, but as of February

14, 1989, progress is very slow. Students need to experience success in reading the pre-
primers, '

RESEARCH QUESTION

What effects will the buddy reading/writing strategy have on all participants?

POPULATION

The 14 struggling first graders were selected from two Waukesha public schools on the
basis of their discomfort with the pre-primer. Ages of students ranged from six to eight years.
Eight of these children receive Chapter ! nelp on a daily basls. The other six students attend a
school having no Chapter ! program. All 14 studenis will racelve special instruction from the
reading specialist for two 30 minute periods each week over a two and one-haf month period.
This instruction will be done In the presence of the regular classroom teacher and aides who will
continue 1o provide these students with the regular classroom instruction as well as foliow up the
reading specialist’s instruction as appropriate.

STEPS OF THE STRATEGY

Having polled tirst grade teachers for their greatest current concern, 14 struggling pre-
primer level students were identified as being unable to read the pre-primers with ease. Thess
students’ ability to read pre-primer sight vocabulary was tested and confirmed as being minimal.
Upon interviewing students as weli as teachers, 1t became ciear that the self-concept of each
student was ebbing. Students were describing themselves as non-readers and were baing
frustrated by the pre-primer. it was decided to employ the foliowing strategy:

1. Temporarily remove these students from their source of frustration {HBJ pre-primers) and

give them a heavy dose of success by using Big Books and muli-copies of the predictable Wright
Sunshine Books.

2. Develop a reading fan club for these students by invoiving principal, schoo! secretary,
health room volunteer, older students, and parents by expialning philosophy, project, and ne®ed
for these young children to read to a supportive audience. Arrange for first graders to take these
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books around the school to read wiih pre-arranged support groups. Send letter home explaining
philosophy of "Home Readers" after the books have been selected in class.

3. Carefully select older students to become buddies of first graders and explain to them the
philesophy behind projact.
4. | Lead sixth grade students in authoring, lllustrating, and c¢oaching of reading the

personalized pre-primers.
-- Sixth graders interview first graders to get to know their Interests.
- Sixth graders become supportive audiences of Home Readers.

.- Each of the carefully selected sixth graders writes 2 book especially for their "litie
buddy.” These little books concentrate on the vocabutary of the pre-primers.

.. Little books are illustrated by authors while working with "littie buddies
- Sixth graders coach little buddies in reading the personalized pre-primers.

Students were tested for knowledge of pre-primer vocabulary. Most of them knew very
tew of the words. Knowledge of HBJ pre-primer vocabuiary is necessary In order to read the pre-
primers with ease. it was observed that reading HBJ pre-primers was a frustrating experience for
these children. Chikiren were temporarily removed from the HBJ pre-primers. Highly predictable
Instant Readers were Introduced to the children. Over a four week period, students were
introduced to eight different Sunshine Books (from the Wright Group). Each one contained
highly predictable print. Through pradiction and repeated readings, students could read a new
dook by the end of each class period. These books were taken around the school and home to

be read to carefuily selected audiences. The applause and other forms of praise encouraged the
young readers. ‘

Each first grader was then [ntroduced 1o a carefully selected sixth grader. These sixth
graders listened to the "little buddies” reading on a regular basis. They interviewed the "ittle
buddy” to get to know the child's interasts. Each sixth grader was then given the vocabuiary list
used In the three HBJ pre-primers and wrote a personalized pre-primer for thelr little buddy: a
story about the first grade buddy, but using only pre-primer vocabulary words. Upon compietion,
first graders were cailed in to hear the story and suggest appropriate ilustrations. This joint
illustration process took two weeks and required repeated reading to and by the first graders.
When illustrations were finished, an author-illustrator party took place, during which first graders
read their own and another first grader's book to the sixth grade "big buddies.” Naturally,
refreshments were part of this parly. (Cupcakes and soda were served.) Other mambers of this
supportive audience included the teachers of the sixth and first grade students and the principal,
as well as the school librarian. Copies of the books went home with the sixth and first grade
students. A write-up was dispiayed in the school showcase and the library along with
photographs of the event and the actuai books which had baen writtén. Children were then post-
tested for attitude toward reading s well as knowledge of pre-primer Sight vocabulary words.

BESULTS

| believe that the buddy-writing strategy benefitted these emergent readers as well as the
oider students. The emerrent readers became more proficient, enthusiastic readers whose basic
sight vocabulary improved on an average of 43 percentage points between the pre- and post-

L
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tests. (From an average test score of 42% to an average test score of 85% of basic sight words
known.) Repeated practice in reading the basic sight vocabulary is paying off in the transter of
learning as demonstrated in the reading of other materials wiitten at this pre-primer level.
Experience with the predictable instant readers seems to have assured many of these young
readers that there are many reader-friendly books out there.

This project provided opportunitles for parental education and Involvement as well as
development in the communily of readers.

-- The note which was sent home to explain the philosophy behind
the "home Readers" ganerated phone calls and opportunities to
discuss the need for reading to and with a young child.

-- The questionnaire requesting permission to participate as well as
an opinion of student and parent about the project evoked
letters, calls, and conferences from parents of students in grades
one and six, ali expressing much home support.

- A parent typist helped sixth graders take books to tinal copy.
Sixth graders grew by giving of themseives to very receptive,
eager, and appreciative younger students.

tam very much interested in using this strategy again. Other staff members have noticed
the potentiai benefits that this project could hold for their students and have begun to discuss
possible adaptations of the buddy-writing strategy. The older speclal education students might
become the "big buddy™ of the emergent reader. Adaptations couid be made for 1he speciai
education student whose writing skills are weak. For example, the interest interview could be
facilitated with a tape recorder rather than taxing/challenging the special student’s writing skitls.
This particuiar student might also dictate his/her own story into a tape recorder. A teacher or
parent couid transcribe and type the book.

HOW THIS STRATEGY IMPROVED TEACHING AND LEARNING

Student leaming of basic pre-primer sight vocabulary improved on an average of 43
percentage points. Enthusiasm for reading improved as is evidenced by tibrary usage and the
number of books which children are now taking home. Evidence of parental Involvement in
chiidren’s reading and writing was shown in the many positive responses t. the Home Readers,
conversations with parents during spring conferences, as well as the positive written comments
recalved after the perscnalized pre-primers were taken home. An appreciation for cooparation in
leamning across grade levels was demonstrated by positive oral and body language exhibited by all
Students Invoived in the project. The buddy-writir: strategy improved teaching by glving a single
focus to a many-faceted project.

BEFERENCES
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DESCRIPTIVE STUDY

Deanna Pitts ’
Taylor Hicks Elementary School
1845 Campbeli Avenue
Prescott, Arizona 86301
(602)445-5400

What Eftects Does Math Their Way Have on First Graders?

STATEMENT OF THE PROBLEM

A current problem in schools across the country is that studemts do not like mathernatics
because they don't develop an understanding of the concepts. Traditional math textbcoks teach
things in an abstract way, without the use of manipulatives, which is hard for children to
understand. | asked myself, “Isn't there a better way of teaching math so that ¢hildren understand
what they are doing and enjoy it?" | decided to set up a study using a Math Their Way format and

keep a journal of my observations and feelings towards student growth during a period of 12
weeks.

RESEARCH QUESTION .

will the use of the Math Their Way manipulatives cause students to grasp math concepts
better and therefore enjoy learning those concepts?

POPULATION

There are three first grade classes in our school.of 507 students. | teach a
heterogeneous group of 10 girls and 12 boys in my first grade saection.

STEPS FOLLOWED

A. First | examined the scope and sequence for the Silver Burdette basal textbook. Then |
examined the match-up of the Math Their Way concepts to the silver Burdette concepts. | looked
at previous ITBS scores and found that one area that firs graders were weak in was story prohlems.

B. | did an individual math assessment on each student to see where they were in the
fotlowing areas:

order of numbers by: 1's, 2's, 5's, 10's
111 correspondence

instant recognition

conservation or invariance of number
counting hackwards

estimating numbers

numeral recognition

correct numeral forms

101
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C. { set up a math station in the room with as many kinds of manipulatives as | could find.

Many are contained in small boxes (*Treasure Boxes" as we call them; you might call them “Junk
Boxes").

JBEATMENT ACTIVITIES

| set up two math periods a day. | used a 15 minute block of time very first thing in the

marning for an auditory approach to math. Then ! used a block of 46 minutes in the afterioon for
other activities using manipulatives.

15 minute block each morning for:

put up number of day of school on numberiine
count by 1's, 2's, 5's, 10's using the numberiine
put up the day of the week on the calendar
pattern and predict using the calendar

record today, yesterday, and tomorrow dates
tally number of days attended in month

graph weather

count money in the bank

work with hours and half hours on the clock

45 minute block each afterncon for:

patterning

comparing

number concepts (addition and subtraction)
sort and classify

graphing

predicting

story problems

tubbing stations

| tried to set up two periods each week to work with the wrale group on language
development for problern solving using mamipulatives. :

BESULTS

In September, children had trouble categorizing materials into two groups. Now they can
tind as many as 20 ways to categorize the same material.

Students’ wiiting of numerals originally contained many reversals and improper formations.

These have lessenad but not disappeared entirely yet. | can see a big decrease in the number of
students in which this occurs.

in the beginning of the year, most students could oniy count rotely by ones. Now all
students can count by ones and have some meaning for the numbers. Most students can count
by fives and tens; two students are still having trouble with this but they are new. We are
beginning to work on counting by twos.
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All students can use the calendar for reading the date and skip counting. Nearly all can do
the patterning and predict what will come next or in a week.

At the beginning of the year, | modeled the stories for story problems. Now the students
tell the stories, choose the operation needed, and record what they have done.

As students use the manipulatives, | hear such comments as:

"Hey, this is neat!"

"Look at what | made.”
This is fun.”

"I really like this.”

"l want to use those today.”

CONCLUSIONS

In conducting this research, 1 have proven to myself that there is a better way of teaching
math than just puliing out the sheets from the math textbook with its abstract numbers on each
page day after day. The children are motivated and enthusiastic about working with the
manipulatives. When given a choice they always choose the manipulative way of working the
problersia.

Student atlitudes toward math are much better and regardiess of what their math level is,
they feel goud about the outcome of their work. They like what they are doing.

I feel that the individual assessment helps me keep track of their achlevement level and
even while working the children feel fike we are playing a game. One of the biggest compliments
that one of the students paid the method was, “We don't do math, we just play games.”

By conducting this research study, | feel that my teaching methods have been improved
by watching children, gathering data, and then making appropriate changes. The children have
had fun while learning concepis and are retaining the information. The children are further along
in building concepts than with traditionai math textbooks | have taught and they have a better

understanding of what they are doing. Most of all, students like math as judged by their
comments during math time in class.
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Appendix A

SURVEY

What ¢o vou like most about math?
Student 1  I's fun when we write.

2 |like coumnting using the numberiine.

3 Writing the numerals.

4 Counting and pattern blocks.

5 Wwiriting on the white boards.

6  Writing the numerals with clay.

7 llike writing the msmbers.

8 Story problems.

9 Story problems.

10 Writing the numoers in sai.

11 Writing the numbers on backs.

12 Writing the numerais.

13 Counting.

14 Writing the numerals with clay,

15 Writing numerals,

Which activities do you like best?

2 Circling bigger or smaller.
9 Numerals.

4  Numberiine.

7 Writing numerals,

12 Calendar.

16 Going to stations.
What do ydu like about math?

What do you not like about math?

Which would you prefer using: unifix cubes or worksheets?
21-  unifix cubes

Would you prefer to count real money or pictures of money?

21- real money
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Would you pick paper and pencil worksheets or pattern blocks?

20-  patternblocks
1- worksheets

Would you rather sit in your seat and work problems or go to tubbing
stations and use the materials?

21 -  go to stauons
1. just work problams

When you pattern, is it easier to have the materials in your hands or just
write the way?

22 - materials in hands

135
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DESCRIPTIVE STUDY

Donna J. Pankau

Prospect Hilt School

5330 South Racine Avenue
New Berlin, Wisconsin 53146
(414)679-1177

AND

Orchard Lane School

2015 South Sunny Slope Road
New Berlin, Wisconsin 53151
(414)786-5490

Wil Reading Aloud and Story Mapping improve Students' writing?

STATEMENT OF PROBLEM

A current theme in elementary education is the reading-writing relationship and its use
across the curriculum. Recent research indicates that the use of children's literature provides
children with examples of good writing, as well as stimulates thelr own thought processes for
writing. As a Chapter  teacher at the elementary ieve, ! cecided to incorporate children’s literature
with writing. Having worked in the Chapter | classroom for a number of years, | have noticed that
my students have a difficult time with written communication skills, particularly when asked to write
a siory.

RESEARCH QUESTION

Will reading a piece of chiidren's liferature to Chapter | students and the use of story
mapping heip to Improve and stimuiate their story writing ability?

BQPULATION

My Chapter [ program is in *wo suburban schools of approximately 300 students each. |
teach second through sixth graders in written fanguage and math for approximately 40 minutes
wo to three days a week. For the purpose of this study, | focused on the fifth and sixth grade
language students in both buildings. This included 6 fifth grade boys and 4 sixth grade girls.

PROCEDURE

Having accepted the fact that mast of my students disliked writing and ofien times
avoided it, | decided to try a new reading and writing technique. What resulted was a 16 session
story writing experien~ that proved to be both motivating and beneficlal to the participants
Invoived. Each subject took part in the three phase approach.

Phase | involved taking two preassessment measures. First, each Student was asked 1o
compiete a Writing Interest Inventcry which inciuded a section of multiple choice responses, short
answers, and fill-inthe-blank questions. Most of the statements on the Inventory assessed the
student’s feelings about writing and tho reading-writing reiationship. The subjects were
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instructed to take their time and to be honest with their answers. Second, the subjects were
asked to write about anything they wanted 10, as long as it was a story. These stories were later
analyzed for the numbaer of story elements they contained.

Phase Il Invoived learning the story writing strategy itself, and | kept a dally log of activities
and student reactions. The following procedure also took place in order to ailow for adequate
discussion and writing time:

1. Pre-Reading and Writing Activities

-- The title iliustrations and book jacket of each chikiren's Iterature book
were examined.

.- Background knowledge was deveioped by retrieving relevant information
and experiences.

- The subject and story content of each book were considered and
predictions were formylated.

2. Planning

-- Each book was oraily read to the students in order to model appropriate
reading techniques.

-~ The theme or pattern In each literary piece was used as a model for what
the children wrote.

- Direct instruction and modeiing of story mapping took piace after each
book was read.

3.  Wriing

- Each student received five 4 x 6 notecards, one for each story grammar
component {characters, setting, problem, event, sofution).

-~ The studants used these cards to plan out their own stories based on the
reading they had just heard.

-- After jormulating thelr ideas on the cards, the subjects manipulated the
cards in order to organize thelr own stories.

- Each student then wroté their own story based on the fiterature book just
read. Writings were analyzed on content and story grammar componsenis
only. No editing or mechanical errors were considered.

The ilterature books inciuded in this study ware:
Barrett, J. (1978). Cloudy With a Chance of Meatballs. New York: Macmillan.
Blume, J. (1974). The Pain and the Great One. New York: Bradbury Press, Inc.

Cohen, B. (1982). Gooseberries to Oranges. New York: Lothrop, Lee and
Shephard Books.
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Cosgrove, S. (1977). Leo the Lop. Menkato, MN: Creative Education, Inc.
Silverstein, S. (1964). The Giving Tree. New York: Harper and Row.
Wood, A. (1985). King Bidgood's in the Bathtuh. New York: Harcourt Brace.

Phase 11l of the study was administering two post assessment measures. The same
Writing Interest Inventory was given as used in the preassessment measurs, the only ditference
being that several questions had been added. These questions asked about whether the
literature books made writing easier and did the story grammar cards assist in the planning of story
ideas. The students were also asked to rank thelr favorite literature-writing experience from the
most favorite to the least favorite. After completing the inventory, students were asked once
again to write a story. No literature books or cards were used in this phase of the study.

BESULTS

I am convinced this literature-based writing activity with story elements benefited the
Chapter | students involved. The resuits indicate both quantifiable and qualitative observable
growth in most students. The students became more proficient, enthusiastic writers whose
organization and quality of stories improved.

During the preassessment story, only 50% of the writings included the five story grammar
giements. Most of these stories, however, were poorly organized and of very poor quality. The
other 50% of the stories contained only one or two of the story grammar elements and were also
disconnected. After strategy Instruction and postassessment, these findings change. Every
postassessment story from all ten subjects contained the five story elements. These writings
were aisc organized into paragraphs with improved quality content.

Upon analyzing the two (pre- and post-) Writing interest Inventories, more conclusive
results occur. When comparing change In responses, 23% indicate positive changes for the
reading-writing relationship, while 15% contained negative response changes. Al!l other
responses remained the same. Half the subjects agreed that writing helps to improve their
reading, and that reading a story first gives them an ilea or helps them to write better. Eighty
percent agreed that both the books and cards made writing stories easler.

I believe that these results occurred for several reasons. First, surprisingly enough, most
of the students were unfamillar with story mapping. The strategy offered them a blueprint for
writing and helped them to get started. Most of my loggings indicated ditficulty in this area during
the initial stages of the study. Second, the literature books provided the students with a theme
and the additional motivations needed to write a story on their own.

CONCLUSIONS

By conducting this research, | was able to begin to resolve one problem existing for low
aclieving students. | was able to offer them, as well as test, a literature-based strategy to Improve
their writing. As of now, | plan to use the strategy again using a more varied approach to the
writings and including more literature books. This technique offered my students a chance to
bulid their vocabuiarles, extend their schemas. offer them pride of ownership, and a pesitive
writing experience. The tindings of the study showed aimost immediate results and indicate the
importance of offering students a metacognitive approach to leaning. It aiso points out the
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existerice of the reading and writing relationship. Integrating both Inte a curriculum can only lead
to a positive leaming expearience.

HOW THIS STRATEGY IMPROVED TEACHING AND LEARNING

It has been my intention to encourage a sense of enthusiasm and excltement In Chapter |
students for both reading and writing. | have attempted, through the use of this strategy, to
expose them to ideas, expariences, concepts, and thinking skills, which are not always presented
within their individual classrooms. Hopefully, | have been able to stir their imaginations, activate
their minds, and enhance thelr skills into an interesting and enjoyable learning experience
through the use of literary genre. As such, this strategy Is just the heginning of the development

rd

of a love for language and a joy for reacing and writing!

199
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DESCRIPTIVE STUDY

Jacque Hale-Caddell
Tolleson Elementary School
P. Q. Box 278

Tolleson, Arizona 85353
(602)257-6154

Examining the Difference Between Student Reading Strategies
in Basals and Tradebooks

STATEMENT OF THE QUESTION RESEARCHED

Since | began teaching first grade reading, | have used a basal reading series as a primary
source of materials. The first basal stories have only a few words, and these words are repeated
over and over. ‘The new vocabulary words are introduced before every story and the students’
reading level gradually increased. The children's tradebook selections that are used In most
basals have been condensed to fit a controlied vocabulary. This controlled vocabulary has been
comfortable for both my beginning readers and me. Sometimes | “spice up" my reading program
by providing children’s tradebooks at a reading leve! comparabie to thelr basals. When i do this,
I've noticed the students have a difficuit time reading the tradebooks. They sound out every
word, read in a very abored fashion, and do not draw context clues from the pictures or text. Has
the predominant use of basals and basal adaptations caused my students to become “locked"
into the limited vocabulary of the basal series? Has this affected the way my students read
materials other than a basal? These questions prompted me to oserve the differences in
children’s reading of tradebooks and basal adaptations. '

EOPULATION

Eight second grade students { six giris and two boys) of above average reading ability,
determined by district and 1TBS reading scores, were the subjects of this study. All of these
students were non-readers when they entered my first grade classroom. The siudents were
taught to read using a basal program as the basis of instruction. This program was occasionally
supplemented with library books and children's iiterature stories.

SPECIFIC PROCEDURAL STEPS FOLLOWED

Each chiid was asked to read twe basal adaptation selections and two original tradebook
Seiections of the same title. When selecting titles, { took great pains to find basai adaptations and
tradebooks that were comparabie in length and appropriate for beginning second graders. At
each reading sessien, the following procedure was used:

A. Each child read a basal adaptation and a tradebook aloud to me. (The students did not
experience any pre-reading activities or vocabulary exercises before reading aloud.)

B. The reading was taped, and | later recorded and analyzed the miscues using Goodman
and Burke's Reading and Miscue Inventory. (Miscues are deviations from print made by the
student while trying to make sense of the text.)
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C. Each child retokd the story in his own words and responded to questions about the story.

| later analyzed the retalling by awarding the reader points for mentioning specific characters and
avents in the story.

DESCRIPTION OF DATA COLLECTED
Analysis of Miscues: Same Students Reading;
Meaning C I In Basal Stories In Tradebooks
No loss 7% 38 %
Partial loss 24 21
Loss 33 43
Strength 53% 46 %
Partial Strength 6 } 72% 13 66 %
Qvercorrection 7 v
Weakness 30 37
High 39 % 3%
Some 37 } 76 % pod } 75 %
None 29 30
High 16 % o 16 % °
Some ' 3s }54 % 42 el
None 47 44
Charact 26
racters 26
Events 36 } 62 pts 34 } 60 pts

Somc -otais may exceed 100 % due to rounding-oft.

Students had lower scores in tradebooks on the first two categories, meaning
construction and grammatical relations. This indicated difficulty using meaning-based stratagies
to word attack. The graphic and sound similarity categories are simitar. This indicated the same
lerel of success using these systems to word attack. Similar retelling scores indicate that even

though they had changed thelr success rate for using meaning-based word attack strategies, thair
short term retention was about the same.

CONCLUSIONS

A. There were only slight ditferences In the reading strategies used while reading in basal
adaptations versus reading In tradebooks.

B. Readers in both groups used visual and sound strategies to decode words (as Indicated
by the high percentages in the graphic similarity and sound similarity categories: Basal, 76

percent and 54 percent; Tradebook, 75 percent and 58 percent). Therefore, the type of text
didn't dictate any change in strategles.

C. The basal readers maintained grammaticaily acceptable sentences 72 percent of the time
and the tradebook readers were lower with only 66 percent.

1il
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D. The categories of graphic and sound simitarity were nearly Identical. This indicated
students used these deceding strategies with equal success in both sources.

E. Using tradebooks instead of basal stories won't hurt the readers’ retelling scores nor will it
hinder their phonlc-based word attack strateyjes. | just have to teach and practice meaning-based
word attack strategies maore.

REFLECTIONS

I predicted that the tradebook readers would score higher than the basal adaptation
readers in meaning construction, grammatical refations, and retelling. 1 belioved that the rich
language and illustrations found in the tradebooks would enable the students to make greater
use of context clues to decode unknowr words. The students would become Involved in the
story and Identify with the characters; of courss, their retellings would indicate that they
understood the meaning of the story. | just knew that when compared to reading a tradebook, the
innate simplicity of the basal adaptations wouid become monotonous to the readers and thus
cause the basal adaptation group to score much lower in all areas. This dic not happen! When
trying to make sense of the outcome, | realized that my earlier hypothesis was true. My students
nad become "locked” into the predictable and controlled vocabulaty found in basal readers. Their
primary reading experiences had been using a basal reader; when asked to read a tradebook,
they became perpiexed and found i difficult. Students read the tradebooks the same way they
read a basal adaptation and did not vary their reading strategies to aliow for the author's contextual
differences. The perfect illustration is a sentence from a reading of the tradebock, The Wobbiy
Tooth. A student read, "She tried juggling the tooth with her friends.” instead of "She tried
liggling the tooth with her finger.* A student reading for meaning might have stopped and raread
because the sentence didnt make appropriate sense. The student must have heen
concantrating on visual clues for word pronunciation and continued reading as if that was what it
was supposed to be. This siudent is supposedly a very capable reader, yet he did not make fine
distinctions betweer: words that start or end with the same consonants. He seemed uratle to
expend the necessary mental ensaY io read the more challenging tradebook. | have to tsach
how tc use the strengths of trade books to improve reading for meaning.

So, now for my next question: If the students read the adaptations and tradebooks in the
sama manner, then which would they remember the longest? Two months after the study. | asked
the students Individually to tell me anything they remembared about the book they read. The
students had 24 percent greater recalt in tradebooks. Surprisingly, all of the comments made by
the tradebook readers were accurate while many of the responses made by the adaptation
readers were ad-libbed or silly. Evidently, the tradebook must have had some effect on the
readers for them to remember details of the Story two months later.

This study helped me to see that | need to expose my students to many types of reading
materials. | need to teach them to read for meaning. | need to emphasize that the rereading of
sentences, predicting the semantical order of words, and utllizing picture clues are as important as
recognizing the sounds of letters. Having as much experience reading tradebooks as basal
stories will enabie studants to become familiar with different authors’ styles and how to read sach
with success by concentrating or meaning. Most of all, | have realized that basals are not always
befter than tradebooks. Students wlll remember more, longer, with greater accuracy when
reading tradebooks. Reading tradebooks can be Just as effective for teaching reading word attack
strategles as basals i | change my emphasis while teaching.

2
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DESCRIPTIVE STUDY

Joyce Barrett

Sunset Elementary School -
6602 W. Osbome Road
Phoenix, Arizona 85033
(602)846-1756

What Is the Relationship Between Speliing Mastery
and Reading Achlevement?

STATEMENT OF THE PROBLEM

Is there a direct relfationship between speliing mastery which helps build vocabulary and
reading achievement?

Realizing that my remedial students were extremely deficient in vocabulary, | explored and
evaluated an avenue by which the students could consistently build vocabulary. This avenus was
the speiling mastery approach. | understood that remedial students needed a straightforward and
challenging way to increase their background of knowledge; therefore, | proceeded with the

weekly spelling program. With the use of spelling mastery, the unknown words became part of
their reacing and writing vocabulary.

EOPULATION

The student body is composed of 75% White, 15% Mexican-American, 8% Black, 1%
American Indlan, and 1% Aslan. Most of the parents are blue-collar workers and 80% of the
mothers work away from home. With both parents being employed at fulitime jobs, the children
are soclally deprived. Unfortunately, the homes are lacking in reading material. With a lack of time

given to the children, it becomes the teachers’ responsibility to provide social and educational
experiences. :

PRE-TEST

At the beginning of the schooi year, the Stanford Achievement Test, Form E, was
administered. Results of the Pre-test for Total Reading are indicated in Table 1, Column A.
Results of the Pre-test for Vocabulary are given in Table 1, Column B. Grade equivalent was used
as an indicator of each student's ability.

PROCEDURE

Prior to Lesson 1, the teacher selects 10 to 12 vocabulary words from the reading material.
The words are selected based on the following criteria: 1) words not previously introduced in the
controtled vocabulary of the basa! reader, 2) key words in the story which provide clearer
understanding of the material, and 3) words most often missed.

-
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Lesson 1

Step 1 - Present vocabulary words on flash cards. Students pronounce the words from prior
knowledge or sound out the words, one by one. Teacher gives assistance if neeced.

Step 2 - Students write each word immediately after being introduced, preferably by copying
from the example in order to have the perfect speliing.

Step 3 - The copied word is read again, spelled letter-by-letter, covered and then written a '
second time from memory.

Step 4 - Each word is analyzed for its unique parts and then marked phonetically.

Step 5 - Students read the word in context by reading the completed sentence that is written on
the chalkboard or chart prior to the iesson.

Lesson 2

Step 1 - Students review vocabulary words by reading each word, covering the word with one’s
finger or @ paper, then writing it next to the printed word. Students proof their work for correct
speliing.

Step 2 - Cover both words (see Step 1, Lesson 2) and write (spell) 9ach word to compiete the
sentences on the pra-printed page (Appendix A).

Step 3 - Students write their own sentences using as many vocabulary words as time allows.
Lesson3d

Step 1 - Read stoiy or selection pointing out the newly introduced vocabulary words. The words
are cited in the paragraph or on the page before the reader begins. This highlighting gives the
students an opportunity to visualize the vocabulary words in book-printed form. This addiional
emphasis enables students to recognize the new words more readily. )

Lesson 4

Step 1 - Students study the vocabulary words by using the procedure of "look, write, spell and
read.”

Step2 - Each child takes a Mastery Test by Individually, orally pronouncing the vocabulary words,
reading a short summary of the story and spelling the list of words {Appendix B).
POST-TEST

At the end of the 1988 school year, the Stanford Achievement Test, Form F, was given.
The test results for Total Reading are shown In Table 1, Column A and the test results for
Vocabulary are shown in Table 1, Column B. '

The students’ gain in Total Reading was as follows:

Average Gain 2.0 (G.E.) Medlan Galn 2.0

=2
b
e




@S
i

95

The students' gain in Vocabulary was as follows:
.Average Gain 1.9 (G.E.) Median Gain 1.8

Table 1, Column A shows the gain in Total Reading, which includes the areas of Word
Reading, Comprehension, and Word Study for each studert for the school year. Form E was
used for the Pre-test given in the fall and Form F was used for the Post-test given in the spring.
For the 22 second grade students, the average gain was one year, eight months {1.8). Forthe
ten third grade students, the average gain was two years, zerc months {2.0). For the nine fourlh
grade students, the average ¢ain was two years, four months (2.4). The total average gain for all
students was two years, zero months (2.0). All students except three. exceeded the objective of
the reading program which is one month growth for each month In the program.

Table 1, Column B shows the gain in Vocabulary for each student for the schcol year. As
indicated above, Form E was used in the fall and Form F was used in the spring. Forthe second
grade siudents, the average gain was two years, three months (2.3). For the third grade students,
the average gain was two years, one month (2.1). For the fourth grade students, the average gain

was cone year, five months (1.5). Of the 41 students, only seven failed to meet the goal of one
month gain for each month in the program.

However, the standard error of measurement for these tests is so large tht transfering the
results to Grade Equivalent makes scores misleading.

Table 1, Column C enumerates the scores from the students’ Spelling Mastery Tests.
The scores In the first column indicate the average percentage correct for the spelling tesis taken
by each of the students during the school year. The average score for the sacond grade
students is 80%; for the third grade students, 79%: for the fourth grade students, 82%. With few

=~ ALl QDo 2 Rk Al

The scores in the second column of Table 1, Column C indicate the average, correct
percentage for the verbal vocabulary tests taken by each student during the school year. The .
average score for the second grade students is 95%: for the third grade students, 99%; for the
fourth grade students, 98%. For 33 out of 41 students, the high vocabulary scores {95% and
above) correlate with thelr high spelling scores of 80% and above. Generally, the highest
vocabulary scores correlate with the greatest gain In reading.

QRSERVATIONS

Even if the scores are suspicious In their accuracy of measurement pre- and post-, a
change in attitude toward spelling from the negative to the positive was observed. At the
beginning of the school year, the students approached spelling with apprehension. Some
children stated, “I'm scarad.® Some children admitted, "1 didn't study my words.” By mid-year, the
students bagan to have a positive attitude toward spefiing their vocabulary words. Several
children would ask the second day, "Is today the day for our Mastery Test?" The chiidren eageriy
came to class and ready to spell. Many parents related the message that thelr children were
studying thelr vocabulary words regularly. By the end of the year, most of the children had gained
contidence in their abllity to spell. They found the Mastery Test to be challenging and rewarding.
By keeping one's own Mastery Test score sheet, each child competed against himsalf or herself.
The reward of improving one’s score In each area was eviient.

TRy
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Each week the children also successfully Incorporated many of their vocabulary words in
their creative writing activitles. The students bzcame more fluent readers and they were better
prepared for the Stariford Achievement Post-test.

IMPLICATIONS

1. Continue to use the Mastery Learning Program which stresses spelling mastery.
Emphasize the relationship of the mastered vocabuiary words to the better understanding of the
reading material.

2. Use the outcome of the research in a presentation 1o the parents at the Cartwright
Parent Conference In February of each year.

3. Point out the significance of the research to teachers at the Cartwright Inservice
Day. Inciude the table of scores for the teachers to analyze the data.

4, File research paper in Cartwright District Office for future reference. Share the
information with the District Reading Consuttant.

BEFLECTIONS

1feel it is a privilage to do action research and share what chiidren are accomplishing. It
proved to be simpie to accompiish: | had the Ingredients and Information at my fingertips. Now |
cannot keep from telling everyone what | found.

| was surprised to find the Mastery Testing | was doing becoming a reward for chiidren.
They wanted 1o take the tests to see their progress. The chance to perforrn was a motivating
factor | had not expected. My study seems to prove a learning sequence occurred that | believed
would happen whan | started. Students move through growth in speliing, which builds
vocabulary, which relates to reading ability growth. Traditional methods of teach; "7 speliing and
vocabuiary still are beneficial for causing reading improverent.
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Table 1

Pre- and Post-Tost Resuls
Test: STANFORD ACHIEVEMENT, Form E and Form F
— ColnA: TolalReading = _ . CoumnB: Vocabulary

Gain Gain Oral Proncng

Prodest  Post-test {months) Pre-tost Post-test (months) Spelling Vocab
Student Grade GE, GE GE, T GE GE GE %coreet  %ootract
1 2 1.5 2.8 1.3 2.8 55 2.7 86 99
2 2 1.5 3.7 2.2 2.8 3.2 4 92 100
3 2 1.4 2.4 1.0 P.K 1.6 1.6 65 94
4 2 1.6 3.7 2.1 1.9 2.2 3 80 100
5 2 1.1 1.6 S P.K 2.9 29 81 96
6 2 1.3 5.1 3.8 23 3.2 9 98 100
7 2 1.2 2.5 1.3 K.3 55 52 93 100
8 2 1.2 3.2 2.0 P.K 55 55 98 99
9 2 1.3 5.1 3.8 1.6 2.6 1.0 B89 100
10 2 1.3 3.7 2.4 P.K 1.6 1.6 95 98
11 2 1.3 2.0 i K.7 2.6 1.9 60 a0
12 2 K.7 2.3 1.6 P.K 2.6 2.6 65 a5
13 2 K.9 3.7 2.8 2.3 4.5 2.3 a3 a8
14 2 1.4 2.9 1.5 K.E 4.6 4.1 65 100
15 2 1.4 3.7 2.3 K.6 4.6 4.0 g2 96
16 2 1.4 25 11 1.5 2.2 -7 60 90
17 2 1.2 2.3 11 1.0 2.0 1.0 58 90
18 2 1.4 2.1 i K.9 4.6 3.7 55 80
19 2 1.7 5.1 34 55 55 5 100 100
20 2 1.6 5.1 3.5 K.4 5.5 5.1 g5 a9
21 2 1.4 2.8 1.4 1.2 2.6 1.4 97 99
22 2 1.5 2.5 1.0 1.5 2.9 1.4 60 80

-~
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Table 1 (continued)

Pre- and Post-Test Rosults
Test: STANFORD ACHIEVEMENT, Form E and Form F

Gain Gain Oral Proncrg
Pre-test Post-test  (months) Preo-test Post-test  (months} Spaelling’ Vocab

Student  Grade G.E G.E G.E GE, GE, G.E %gcotret  %correct
23 3 1.7 28 1.1 1.9 5.2 3.3 65 98
24 3 28 6.0 3.2 2.6 2.8 2 92 99
25 3 2.0 4.0 20 2.0 34 1.4 91 100
26 3 21 a5 1.4 3.0 5.2 2.2 70 100
27 3 2.2 31 9 2.7 7.0 4.3 51 98
28 3 1.6 6.5 4.9 1.8 2.6 8 80 100
29 3 1.6 39 23 2.1 2.2 A 87 100
30 3 26 4.0 1.4 2.5 7.0 4.5 88 99
N 3 2.1 45 2.4 1.4 3.8 2.4 83 100
32 3 2.8 3.9 1.1 P.K 2.4 2.4 92 100,
33 4 24 59 3.5 2.8 4.2 1.6 98 99
34 4 2.7 5.3 26 2.8 3.8 1.0 88 99
35 4 2.3 47 24 1.7 4.0 2.3 91 99
36 4 2.6 52 26 24 3.4 1.0 86 97
37 4 2.7 4.5 1.9 1.9 2.7 8 67 97
38 4 3.0 KR .9 38 58 2.0 70 100
39 4 3.0 5.7 2.7 3.3 3.6 3 89 94
40 4 2.7 53 2.6 2.8 4.0 1.2 95 99
41 4 23 5.0 2.7 2.9 6.3 3.4 80 100

Average Gain 2.0 Grade Equiv. Average Gain 1.9 Grade Equiv. Total Average
80 97

98
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Appendix A
BUILDING VOCABULARY
Name - Grade 4
#17
! L.P.
1. canaries -
c are small, yeliow, beautiful song birds that are good pets.
2. pigeons -
P are birds with a small head, a plump body and short legs that can become a
nuisance. :
3. conservatory -
A is a training school for music, art and other areas.
4, favortte -
Something that is special to you is usually your , like a blouse
or shirt.
5. ordinary -

Something that is common is , like a common, old shoe.

6. meiodies -
M are musical tones in a saries that form the tune for a song.
7. breathe -
When a person sings, he/she deeply to make thelr voice project.
8. expecting -
Lisawas______ acertain bind for her birthday.
9. refused -

The beautiful, littte canary to sing for the trainer.

10. strainers -

Mother used the to collect the tea leaves.

11, peninsuia -

A ls @ small strip of land that extends out into the water,
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Appendix B
MASTERY TEST
No. 10' Name Gr
Date
Vocabulary List:
exciting movement
" African hungrier
generaliy awakaning
rinds favorite
weighty distance
qagerly trumpsted
Criteria: Read 100%in12sec. ____ % Time ______ sec. Spell: 100%
Kind of errors: No. Correct ______ Score.____ _ %
Paragraph Reading: "Queen of the Circus Elephant”

The "bigger and better" circus had come 10 town. The children were excited to seen the
clowns and hear the bands but they liked African Gueen the best. She was the biggest elephant
in all the workd,

Mr. Fiekds, the trainer, fed African Queen watermeion rinds which she liked especially well.
He rode in the same train car with her and treated her gently.

As the clrcuskunloadsd. African Queen did her part to help set up the tents and tightn
the ropes. She became thirsty but there was no water for her. She trumpsted loudly and
stamped her fest but Mr. Fields was some distance away and did nct hear her.

Atrican Queen used her little finger" and worked hersell free and started off to the city.
When she found no water there, she tramped into a field where she found thousands of juicy
watermelons.

The circus performers waited for her to lead the parade.

Criterla: Read 96% accuracy in 77 sec. Read % Time sec. Passed ____
Comprehension: Total 8 No. corract Score %
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DESCRIPTIVE STUDY

Barbara Frank

Tayior Hicks Elementary School
1845 Campbell Avenue
Prescoft, Arizona 88301
(602)445-5400

Improving Classroom Atmosphere with Positive Action

STATEMENT OF PROBLEM

After only three weeks into the 1988-89 school year, | found was dissatisfiec with the
atmosphere of my third grade classroom. | was spending a great deal of classroom time settling
arguments, hearing compiaints, listening to tattling and whining, and soothing children's hurt
feelings. | realized that | would have to find a way to improve the classroom atmosphere. For one
week | kep! a log of the negative behaviors ! observed.

Beginning Behavi
Number of Instances Type of Negative Behavior

8 fighting

13 acting out

16 whining and comptaining

7 taking something he/she didn't own

10 ) using bad language

13 purposely saying something

to hurt another’s feelings
9 misceflaneous
72 tattiing

After analyzing the data | collected, | realized that the instances of tattling far outnumbered
all the other negative behaviors combined. Two years previously | had used a self-concept
program called Positive Action. | had been impressed with the social growth the chiidren had
gained during that year. It seemed that the lessons they had learned through Fositive Action
boosted their seif-esteem and helped them cope with social pressure. Wouid using the Fositive
Action program with this class improve the climate in the classroom?



@S
i

102
BESEARCH QUESTION

My question was: Would teaching seiected iessons from the. self-concept
program,Positive Action, to my third grade students, decrease the amount of student tattling and
thersfore improve the classroom atmosphere?

RESCRIPTION OF THE ENVIRONMENT

| teach a heterogeneous third grade ciass in a kindergarten through sixth grade school of
approximately 500 students. in my class there are 14 boys and 12 girfs. The majority of the
students come from middle income homes. in 12 of the homes, ther@ has been a divorce. Very
often the natural parent, with whom the student lives, has remarried. In ail of the remarriages, the
step-parent has children of his/her own, the natural parent and the step parent have had a child
together, or both of the previous statements are true. The racial make-up of the class is 1
Hispanic, 1 Black, and 24 Caucasians. | teach three to four lessons from Positive Action each
week. The lessons range from 30 to 40 minutes each.

STEPS FOLLOWED

For the first weak of the research project, | kept a daily log of negative behaviors |
observed. When | analyzed the data, | found there were 72 instances of student tattling. On

further examination, | realized that 9 of my 26 stidents were responsible for more than 75 percent
of the tattling. -

1 then focused on these 9 students. 1 made an identification Instrument to see if | could
tind commen areas of concern. None of these students appeared to have a good self-concept.
Many of them acted out In class to get attention, had trouble getting aiong with their classmates,
had ditficulty managing their emotions, and were underachievers.

After deciding to use the Positive Action program, ! examined the third grade curriculum
and chose the lessons which | felt would be the most heipful to my students. ! originaily planned
tor four 40-minute lessons each week. | planned to continue with my log of negative behaviors.
BESULTS
Week One

| saw no significant change.

Week Two

| saw a slight decline in the number of instances of tattling and a definite change in the
vocabulary the chiidren used when they tattled: "Mary Isn't acting in a positive way," and "Bobby is
giving me a bad selt-concept.”
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Week Three

There was still only a slight dectine in tattling. | did find that on the days 1 taught Positive
Action as the first lesson in the moming, the atmosphere in the classrom was much more positive
than on the days when | taught Positive Action towards the end of the day.

Week Four

| now adjusted my schedule to allow for three morning lessons of 30 to 40 minutes in
length. There was a substantial drop in tattling this week, but we also had early dismissal on tour of
the five days for Parent/Teacher Conferences. These conferences did allow me to get input from
parents. Many of them had noticed a positive change in their child's behavior. ! leamed that much
of the Positive Action vocabulary and many of the techniques for handling problems and
pressures were finding their way into the children’s homes.

Week Five

| discussed my rasearch project with my students. They were interested in the data and
were quite determined to make a conscientious effort to reduce, if not stop, tattling.

Weeke Six through Eight

The total number of tattling instances for the last three weeks was only 34. That is less
than half of the Instances that were recorded during the first week of my research. | completed a

second Identification instrument on the nine children. The instruments showed substantial social
growth for eight of these children.

CONCLUSIONS

{ can conclude from this descriptive research project that there was a significant dectine In
tattling by my third graders. 1can aiso point to an observabie soclai maturity by eigiit out of nine
identitied children. What | cannot substartiate is that the self-concept program, Positive Action, is
solely rasponsible for these changes. Posiiive Action did give us a shared vocabulary and the
opportunities for the students and me to discuss problems and concerns which are relevant to
third graders. Once the children and | identified problems, we could then work to alleviate them.

Perhaps the most significant implication of this research is that classroom atmosphere
plays a very important role. It is essentlal that a teacher establish a positive climate within the

classroom. Such a climate promotes the self-concepts of the students and is a foundation for
learming.

BEFLECTIONS

By conducting this research experiment, | was able to identlty and alleviate a problem in
my classroom. Through the procedures | followed, | achieved much more than | had originally
planned. Not only did | see an improvement in the classrcom atmosphere, | witnessed social
maturity and improved self-concepts In my students. The children were not the oniy ones to reap
the benefits from a seif-concept program. |teo, became more positive toward and appreclative of
my students ad my job. Too often | have felt pressured by the demands of too much to teach in
too ltitle time. Little by little, the "academics” have pushed everything else out of the curriculum.
This research project has caused me to stop and evaluate my teaching. | plan to continue with the

120
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This research project has caused rire to stop and evaluate my teaching. 1 plan to continue with the
Positive Action program for the remainder of this year and for all the years to come.

-ﬁ-\{j
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DESCRIPTIVE STUDY

Jane Mandich

MacAnhur Elementary Schonl
Germantown, Wisconsin 53022
(414)253-3468

Sentence Combining Instruction Gets Results Quickly

STATEMENT OF PROBLEM

A need and desire to write longer, interesting sentences was exhibited as students were
challenged to combine three spelling words into one grammatically correct sentence. Students
were dependent on the conjunction "and” or combined ideas without any linking word. They

didn't have enough knowiedge of sentence structure in order to manipulate and create different
patterns .

RESEARCH QUESTION

WiIll using senterce combining exercises as a strategy improve the written syntax and

overait writing quaiity of my fourth grade students? Research studies historically confirm the
effectiveness of this strategy.

MQN

This study took place in a fourth grade classroom of 22 students. All students are from a
white, middle-class background. Three of the students are in an LD program for language arts;
aithough they were somewhat exposed to the strategy, they were not evaluated.

EROCEDURE

A, Children were shown models of complex sentences from Iiterature | had read
aloud and expiored how the author connected various related ideas usually set
apart by commas. A iist of connectives were deveioped to possibly use in

combining ideas.

B. Initially, students were given a story consisting of only short kemel santences.
They were to study the story and then rewrite it again by changing the sentence,
but not the important information in the sentence. This same assignment was
glven after the sentence combining program to evaluate if the strategy of
sentence combining was understood. .
Exarnple: A man lived In a farmhouse. He was old. He lived alone. The house
was small. The house was on a mountaln. The mountain was high.

C. Each moming, students were presented with sets of simple or kernel sentences
to combine into a longer, more elaborate sentence. The sentence must retain
important information from each kemel and be grammatically correct. The content
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of the sentences came from students’ personal experiences and concepts from
the social studies unit under study. The sentences created were discussed orally
to hear alternate solutions or help correct one that was grammatically incorrect.
On Fridays, the sentences assigned were collacted for evaluation.

Example: Elifived in a town. The town was small. The town was located in
Northern Wisconsin.

Eii lived in a small town thai was located in Northern Wisconsin.

D. After three weeks of practice with sentence combining, the chlidien were

assigned an essay in social studles about the dairy unit. Each student created a
semantic map prior to the essay as a raview. They were able to refer to this in

composing the essay. Another essay was assigned at the end of *he formal study

to describe the processes in the production of butter and cheese. Again
semantic maps were created as guidelines with the idea that the use of the map

would help eliminate the constraint of not remembering the facts. This would
affect the ability to write complex sentences. | compared the number of complex

sentences written in the first essay to the second essay three weeks iater.

BESULTS

All students who revised the story made of kemels improved from their first rewriting
experience. Six of the 18 papers handed in the first time were without any conngctives.
However, on the second revision, they all were able to combine thre¢ kernels into a complex
sentence made of clauses and phrases. Example of one child's revisions:

First Revision: A man lived in a tarm house he was old hae lived aione the house was smali.

Second Revision: An old man lived alone in a smali farmhouse.

Evaluating growth in the quality of writing can become quite complicated. One can count
the number of words per T-units as explained in Kellogg Hunt's study. Or one can count the
number of words per clause, number of clauses per T-unit, the number of words in free modifiers,
and so forth. Besides the number of words Included, | believe the choice of word usage also
influences the quality of writing. With this in mind, 1 counted the number of complex sentences
the students wrcte in their first ten sentences in the two social studies essays. Eight students’
papers were chosen randomly and | taliied up five types of sentences written: complex (ccriains
clauses), compound, simple /may include phrases), fragments, and run-ons.

Type of Sentence Changes
Eirst Essay Second Essay
Complex 13 Complex 30
Compound 9 Compound 5
Simple 46 Simple 29
Fragments 1 Fragments 0
Run-ons i1 Run-ons 3
Totai Number 80 Total Number 70

* Ny
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There was a significant increase In the number of complex sentences in the second
essay. Also the students used fewer run-ons and needed fewer sentences to explain the
concepts. As aways, "glitches" come in any study. The day the chilkiren wrote the second essay,
I was not in school. Having a substitute did not seriously affect the quality of their writing.

Students with higher ability wrote with far greater sophistication than the majerity of
students. though students of lesser writing ability were batter atle to express themssglves clearly.
The struggle wasn't "how" to structure the ideas into sentences, but how to get the facts down in
a logical, sequentlal format.

First, pasteurized, warm, fresh milk is sent flowing through a tank, while starter. which
heips to curdle the milk, and rennet is added. In the tank, the rennet, starter, and milk are
mixed, which soon turn into whey, the watery part of the milk, and curds, the thickened
part of the milk.

t's :
Cheese is made from warm, fresh, and pasteurized milk. First, starter and rennet is added
to the milk. Then the milk thickens and curdies. The curds are separated from the whey
and the whey is fed to animals.

IMPLICATIONS

| strongly believe in a sentence combining program. it works atter only three weeks of
instruction. My students can create a variety of interesting sentences and appreciate the rich
fanguage in authors such as Willlam Steig and Jean Craighead George. The program needs to
exist with an active writing program to be successful. 1 balleve we have to give them strategies to
heip them manipulate and controt their language. Since children do not really change a sentence
in revision, they need to automatically compose well-written sentences with strategies that have
been internalized. Senterice combining is one such strategy to achieve this objective.

The kernels need to be created by the teacher and are not found In any ready-made
format to fit your students’ needs. Yet, this is the beauty of the program because you can include
concepts in content areas and a myriad of writing skills in the kemels for the children to practice
while they are composing a sentence of a "mature syntax.* There is a sequence suggested by
researchers as to abliity levels in the types of sentences students are devagiopmentally able to
create. Frankly, t found it confusing. ! focused more on the content of the kemals and learned to
create a variety of examples. This experience was well worth my time for | can't imagine not
including sentence combining as one viable strategy In my writing program. | learned to
appreciate and understand how my students write and encourage my fellow colleagues to try i,
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DESCRIPTIVE STUDY

Susan Teeter

Taylor Hicks Elementary School
1845 Campbell Avenue
Prescott, Arizona 86301
(602)445-5400

The Etfect of Prewriting on Writing

STATEMENT OF PROBLEM

| was curious about the effects liustrating and Round Robin story building wouid have or
my students. | thought both activities would be low anxiety prewriting activities to motivate low
ability writers In my ciasses.

BESEARCH QUESTION

My original question was, "Will prewriting activities (illustrating and Round Roblin story
building) Improve the quality of compositions and students’ motivation to write?” Quality was
defined in terms of fluency and grammar, fluency having the greater emphasis. The Inclusion of

grammar was mostly for my own information, my primary goal being to motivate the students to
write more.

In this study, fluency was quantified by counting the number of Sentences written and the
number of words per sentence. | originally planned to use the number of syllables per word as
well, but I dropped this due to the extensive amount of time that would be involved in tahulating
this component. | also felt that two measures of fluercy were adequate.

Grammar was evaluated in terms of three criteria; use of complete sentences, capital
letters, and end punctuation. Tnese were chosen on the basis of the students' familiarity with
them and the fact that | felt that alf students were capabie of using them correctiy.

FOPULATION

The population | used was 28 underachieving fifth graders. These are students who
strongly dislike writing and won't do it unless forced. ! felt that although cormrect g \mmar is

important, we needed to begin instruction by attempting to instill some desire to write and some
enjoyment of i.

I met with this group for 90 minutes per day for 18 weeks. This Is an Integrated language
and reading period. As a tule, language takes up 30 - 45 minutes per day and reading takes up 45 -
60 minutes. Because of the long perlod, however, | have the flexibilty to change this around as
needed. Consequently, when | gave the students writing assignments, ! was able to give them
adequate time to complete them In class. )
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STEPS FOR INSTRUCTION

Before beginning the writing part of the study with the étudents. | gave them a short
attitude survey which evaksated their general feeling about writing as weli as some more specific
tfeelings and thoughis (Appendix A).

The first written paragraph 1 assigned was done without a prewriting activity. | picked a
topic {My Favorite Day) that | thought would be motivating in itself so as to get a fairly accurate
baseline on thelr writing. They were given no length requirements on this paragraph. (The
students were Quite thrilled with not having a minimum length requiremant, showing me how little
they [ike to write.)

Through the next eight weeks 1 conducted prewriting activities involving illustrating and
doing a "class story" before writing. The class story involved a *Round Robin™ story where one
student staris the story with a sentence and the others each contribute a sentence. The story is
left open-ended and then the students write an ending for the story.

I only used these two prewriting activities, but | also manipulated the sequence of
instruction. We began with students illustrating and later we did both a class story and an

illustration before writing. Later, | switched to doing the class story first but having the students
write before they illustrated.

The same attitude survey was given eight weeks after the pre-test susvey on the day of
the last writing assignment to be evaluated for the study {Appendix A).

RESULTS

I was quite pleased with the overall results of this study, both In the area of the actual
writing and in the attitudes about writing. First | will discuss the actual wiriting resuits {Table 1). For
the first assignment with & prewriting activity (October 7), we began with a prewriting activity of
drawing a picture (topic open) and wrote a story afterward to go with it. This did cause the average
number of sentencas to go from two to four. By adding a class story the next time, it went up to
six. To see what would happen, the next week | went back to just an illustration as the prewriting
activity. The number of sentences dropped to four, but went back up again to six the next week
when they did a story again.

During this time, the students' attitudes were noticeably improving. Some comments
were: "Can we write as much as we want?” or "Can | do another story?™ (Unheard of comments up
to this time!) [ aiso noticed that the class story seemed to be actuaily more motivating than the
opportunity to draw in class {not what [ had expected). In fact, about half the class elther didnt
want to do a picture or spent a minimal amount of time on k.

At this time | chose to do a class story first and then have the students do their writing
immediately afterwards. Then they had the optlon of doing an illustration after that if they wanted
to. That week the number of sentences jumped up to 11! {The number of words per sentence

did not fluctuate much throughout the study so | evaluated the flusncy of the writing in terms of
the number of sentences.)

The students were gstting more Invoived In the class stories by this time. They were
asking when we could do the next one and if they could be the one to "start it* next time.

)
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Table 1
Resulis of Prewriting Activity Study

Percent of studants making no errors
Prewriting  No.of  Wordy  Complete End

9/2¢ none 2 9 69% 56% 74%
10/7 ilus 4 ] 65% 74% 61%
10/14 fllus & 6 . 9 58% 75% 71%
¢l storv
10/19 fflus 4 ] 75% 85% 80%
10/26 illus & 6 9 67% 90% 90%
¢l story
11/4 ¢l story- 11 11 83% 78% 91%
1st write
opt’ {llus
1110 none- 8 9 61% 61% 50%
opti ilius
11114 cl story- 11 8 83% 78% 91%
15t write
opti illus
11/23 ¢l story- 23 9 43% 48% 43%
1st write
optlilius

On November 10, 1 did not do a prewriting activity. This was to evaluate the progress the
students had made in terms of motivating themselves to write. The results were eight sentences:
Quite an improvement from the initial two!

The last two weeks | went back to class story, then writing, and then an optional iliustration.
The results went back up to 11 and finally, on November 23, to 231 (Note: The last waek two
students had sort of a competition between themselves to see who couid write the most and
wrote over Sseventy sentences apiece. By subtracting their results out of tha group, the class
average was still seventeen sentences - the highest yetl) .

The measures of grammar fluctuated during the study but showed slight improvement
overall (except for the last sample where they all dropped). 1 attributed this to the fact that when
the students are writing more, they have more oppoftunities to make mistakes. Also, editing is a
later step in the writing process than gensrating a first draft of ideas.
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The attitude survey aiso indicated positive resuits (Table 2). A significant number of
students felt more posttive toward writing by the end of the study with no one saying they *hated

it" anymorel
Table 2
Pre- and Post-Writing Attitude Survey
Besulis ~ Septermber November
A) llikeit 9% 59%
B.) it's ok 65% 32%
CJ) I dont ke &, 17% 9%
but | don't hate it
D) | hate it 9% 0%
S AND CONCLUSIO

There was a steady increase in the writing fluency of the students throughout the study.
This shows that my two prewriting activities helped to motivate students to write. In addition, !
found that the more actively involved the student is in the prewriting activity and the cheosing of
the topic, the more motivated to write that student will be. Consequently, students need 1o be
properiy motivated to write. When this happens, even "low achieving® students can succeed in
writing and enjoy it!

I found researching to be “fun.” | aiso used my resuits to argue at my schoo! for methods
and materiais | wanted. Now | find myself encouraging other teachers to research. On Parent
Night, | had materiais to show parents that indicated each chiid had made progress. The materials |
had collected gave a perspective to progress | hadn't had befors. The material substantiated my
feelings about growth during the year. | really enjoyed seeing my students’ progress as | looked
back over the time of the study. )

e
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How Do You Feel About Writing
How do you feel about writing? (circle one)

A) ke i B.) It's ok C) ldontlkeitalotbutIdonthate k. D) | hatelt

[ like to write when

I don't like to write when

What would help you improve your writing?

If you were a better writer, how would that help you in your other school work?

If you were a SUPER writer, what could you do that you can't do now?

What don3 you like about writing assignments?

What gdo you like about writing assignments?

Myt
'l
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DESCRIPTIVE STUDY

Mark W, Larson

Wiltiams Middle School
601 N. 7th Street
Williams, Arizona 86046
{602)635-4428

Will a Three Level Guide Increase Sixth Graders'
Comprehension of Text?

STATEMENT OF PRQBLEM

Teaching effectiveness is increased by creating conditions in which students will
experience success. | faced the problem, at the sixth grade level, of preparing students to
interact successfully with content area text on an individual, independent basis, the type of
interaction that will be expected of \hem in deparimentalized junior high classes. Compounding
this problem were the facts that many of my students were reading below grade level and that the
content area tests are written at and above grade level. | asked myself: "Will the utilization of a
three level comprehension guide, used in conjunction with indeperdent reading of expository
text, increase student literal and inferential comprehension and retentlon of concepts?

POPULATION

The sample used for this research was a sixth grade class in Williams, Arizona, a rural
community of approximately 2,500 people. My ciass was about 80% Caucasian and 40% Hispanic.
It contained 15 boys and 9 girls, two remedial reading/math students; one ESL student, and one

student who had been retained. Approximately 27% of the class began the school year reading
belcw grade level.

STEPS FOLLOWED

The research was carried out over two nine-week instructional periods. For the first
semester the class received social studies instruction, in world history, in the traditional manner
that was employed successfully last year. Traditiona! instruction in this context consisted of
administefing a unit pre-test, lecture, discussion, silent reading, answering chapter questions,
and administering a unit post-test. Lecture and guided discussion consisted of covering chapter
concepts, expanding upon concepls indicated as interest areas by student responses,
discussion of reading comprehension questions and chapter questions, and how the answers

were derived. | allocated approximately thirty minutes of the class period to lecture and discussion
three days per week.

R VI

The only difference in treatment between the two instructional periods was that students
utilized an adaptation of Herbers Three Level Guide in conjunction with their sllent reading
assignments. The three level guide {3lg) utilizes statements conceming the text content at text
explicit, text implicit, and abstract cognitive levels. The student Indicates which statements he
agrees and disagrees with (Appendix A). | made the adaptation of requiring that students list page

et
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and paragraph numbers where information was found to support or refute each statement. |
began the second instructional period by modeling how the 3lg shouid be completed. As a class
we read the text chapter and fifled out the 31g. | explained where | found information to suppon or
refute each statement. On the next chapter, | assigned the first level to be completed by the
students, individually, during silent reading. During lecture/discussion, we graded the first level
and discussed student's answers and how they came to those answers. Then as a class, with
myseif modeling, we completed the next two levels of the 3lg. We discussed each step various
students used in establishing their answers, how they made the connections between the text
and the 319, how they interacted with and processed the information In the text. | assigned the
next level of the 3ig to be compileted in each of the two subsequant chapters. Each week we
would discuss, and let students demonstrate, how we came to our answers and how we
processed the text. We continued these discussions for the duration of the instructional period.

During both periods of instruction, chapter questions were scored and collected; a
comparison was made based on percentage correct. A comparison was made of growth exhibited
during un#t instruction for each instructional period: pre-test vs. post-test scores. | also compared
comprehension question category percentages between post-tests of the two pericds.

BESULTS

| was pleased to see improvement in niot only students' grades but also in attitude and self-
confidence in being able to successfully interact with the social studies text. | noted an increased
enthusiasm and paricipation in our lecture/discussion sessions; after expeariencing success,
students were sager to contribute thelr Ideas and opinions. Although this was not an
experimental study, and other variables may have impacted students’ performance other than the
3ig's, | feel compelied to attribute this success to them as this dramatic improvement was not
evident in other content areas in which the 3ig's were not utilized.

CONCLUSIONS

| was extremely pleased and excited when | reviewed the results of this action research
project (Table 1): | had believed that the 3ig would be effsctive and found it gratifying to be able to
substantiate my betiefs to the administration and colleagues on the facutty.

| beileve that the 3ig has effectively helped briige the differant reading requirements
between narrative and expository text interaction. it has helped students make the connections
between the text, text questions, and overall text concepts.

Many of my students could read smoothly and with expression; however, text and
paragraphs with multiple concepts proved t4 be problematic for them. They were looking for the
one "main idea" in the text and had difficulty comprehending subordinated igeas and ordering the
multiple concapts of expository text. They focused only on details that supported the "main idea”
as they perceived it, ignoring other information In the text.

The 3ig gave students a reference point as they interacted with the text. it provided
students with possible “imponant concepts* which, once identitied, helped broaden their
perspective and utilized thelr ability to Identity supporting detaiis. The 3ig built on student skills
developed through thelr Interaction with narrative text. The 3lg also heiped students succeed in
answering text questions which assumed that the reader could identify the subordinate ideas and
detalis. Abillty to answer text implicit questions increased dramatically as the students started
thinking more divergently toward the text.
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Table 1
Effect of the Use of the Thres Level Guide
Increase(+) or
Decrease (-) in
Grade # During Per. 1 # During Per. II £ of Students
A 5 (23%) g {41%) +
B 4 {18%) 3 (14%) +
C 8 (27%) 8 (27%)
D 2 {10%) 3 {14%) -
F 5 (23%) 1 {05%) -
Summary of Table [;

Students shcwing improvement = 86%
Students doing passing work Per. | = 77%
Students doing passing work Per. || = 95%

In my opinion; the class discussions were the most enlightening and beneticial aspect of
this Instructional technique. We would discuss the 3ig item by item: students would state their
opinions on each item and cite information, by page and paragraph, that supported their answer.
We would look for consensus and discuss if the cited information was valid. We would discuss
every citation for an item before moving on fo the next item. Many students were initially surprised
to tind that supporting Information couid be found throughout a chapter, not merely in one
specific focation. Students were also exposed to various connection-making strategies employed
by their classmates when discussing citations. Also, as we proceeded through the 3ig level by
level, the number of citations would increase and the connection-making strategies wouid
become more diverse. At the abstract leve! students discovered that items could be answered

either way, depending upon the citations used and the background information which the
studen: possessed. .

initiaily, most students would participate in the first leve! of the discussion, text explicit
statements. This was the type of information that they were used to processing. The poorer
readers contributed less at the second lavel, though they listened to their classmates’ reasoning

and examples. Few students, except the most proficient readers, volunteered information at the
abstract level.

As the year progressed, increased invoivement in the class discussion was dramatic.
Many ot the poorer readers were significantly contributing at the second level and many students
wouid venture ideas and opinions at the abstract level: this Is where we spent most of the
discussion toward the end of the project. The students were becoming creative and more

divergent In thelr thinking and they iooked forward to and enjoyed sharing their ideas with the
class. ,

I would link the increased student performance to their abllity to sucgessfully interact with
text Implicit and abstract concepts, the basis for the majority of the chapter questions and test
ftems. The 3ig has helped many non-proficlent readers interact successfully with the text by
leading them beyond the text explicit answers to inferential and divergent thought. | have found it
to be especlally effective with my £SL and remediai reading students. | plan to continue to refine
these 3ig's In social studies and to expand their use to my other content areas.
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Appendix A
- NAME

ANEW WAY OF LIFE

Agriculture enablad people to settie down; this required people to fill new roles in society and
develop new toals.

Farmers began building permanent homes,

Pottery was discovered when somecne noticed that fire hardened clay.
People needed ways to prove they were owners of things.

All farmers became rich and important.

The invention of the plow made farming more efficient.

The Mesopeotamians used baked clay for jars, writing tablets, and toys.
Farmers lived close together for safety.

Pecple travelled less after agriculture was developed.

Women did net work in the fleks.

Some people’s job was to only make pottery.

Farmers had more possessions than gatherers.

The agricultural revolution involved many changas other than farming.
Writing was deveioped about 8,000 years ago.

Peopile in Mesopotamia still use ancient building materials.

Farmers were responsible for the deveiopment of citles.

One person cannot be an expert at all things.

Farmers were responsible for increased trade.

Ancient fariners were indirectly responsibte for helping modem archaeoioglsts and historians.
Plows were invented at the beginning of the agricultural revolution.

The agricultural revolution was responsibie for "class® societies, much like we have tociay.
{ex. rich, middie, poor)
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DESCRIPTIVE STUDY

Karen A. Engeiken

Central Middle School

400 North Grand Avenue
Waukesha, Wisconsin 53186

Which iIs Better: Free Writing or Teacher-Directed Writing?

STATEMENT OF PROBLEM

Free writing in joumals has been backed by research as a means of thinking through
ideas, improving creativity, and increasing writing skills. | wanied my seventh grade remedial
reading class to experience and learn from journal writing. Would ! be able to help these reluctant
students improve their writing skills more by giving them direction or free writing?

BESEARCH QUESTION

Is free writing or teacher-directed writing best for my remedial readers?

EOPULATION

The subjects were 11 seventh grade remedial readers. The four girls and seven boys
were all similar ages and backgrounds. :

EROCEDURE

Each subject was given a joumal (spiral notebook) on September 19, 1988, to record and
keep his/her writings. Every school day for 27 weeks, students wrote in their journais for
approximately 10 to 15 minutes. They were given specific topics and teacher modeling for the
first five days. Free writing was alternated with topic direction throughout the rest of the study.

BESULTS

The results showed a definite preference for teacher-cirected writing over free writing.
There was no significant difference between the boys and the giris. All of the subjects expressed
in writing as well as verbally their anger over free writing. Sample comments were: "l can't think of
eneything to wight!", "Well 1 have nothing to write about”, "I couldn't think of anything to write®, "l
have nothing really to say", “this is boring®. This type of comment was plentiful and continued
throughout the study whenever free writing occurred. Student frustraticn was evident.

The tree writing exercise never produced more than half a page of writing. Teacher-
directed writings varied from half a page to two pages of written information. Both treatments
produced a writien diaiogue between teacher and student that continued throughout the study.
All subjects were writing more at the end of the study.
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For this particular class, the teacher-diracted writing experiences were significantly better
than the free writing exercises. The number of subjects was small, making it difficutt to generalize
and say that free writing is difficult for poor readers. For this class of poor readers, free writing was
very unpopular. .

Further research with both good and poor readers may give a clearer picture of the effects
of free writing on skilled and unskilled readers. Based on the results of this study, | have given
topic assignments for writing) which give the student predicating words such as "because” and
“however” (Miles, 1967). A topic such as, "The driving age should be raised i0 18 because,”
gives students a direction and forces them to think and give reasons to support their views.
Children need direction In writing and teachear-directed journaiing gives them the opportunity to
tearn and develop their writing skil's through written communication.

BIBLIOGRAPHY
Miles, J. (1967). Style and Proportion: The Language of Prose and Poatry. New York: Little

Brown and Co.
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DESCRIPTIVE STUDY

Maureen Leadiey

Washington High Schooi

W180 N11501 River Lane
Germantown, Wisconsin 53022
(414)253-3426

Wil Teaching Highlighting Influence Comprehension?

STATEMENT OF THE PROBLEM

My problem was assigning students to read recipes and getting them to comprehend
their jargon. | have been battiing this diemma for quite some time. My students from time to time
make it quite clear that | am oft-the-wall for thinking or even suggesting that they need to
understand a recipe for it to tum out and be edible. Previously, | had ignored the situation and it
something did not turn out, | would simply say, "Better luck next time! Isnt it amazing that the
words in your recipe are trying to tell you something?" Needless to say, | was sounding like a
broken record and it was about time | concerned myself with the problem.

BESEARCH QUESTION

My question was: Will the use of markers to highlight main idea units influence a student's
comprehension skills and strategies when reading recipe jargon?

POPULATION

My Home Economics class evolves out of a school of 1100 students, located in a suburb
of Milwaukes, consisting of a predominantly white community. | am responsible for grades 9-12
with 20-25 students per class. We operate on a 50 minute class peried. Being an “elective

course,” all reading levels are prevalent ranging trom class valedictorian to possibly a dyslexic
student.

PROCEDURE

Several days before an upcoming foods lab was to occur, | presented each student
(sophomores and juniors) with a copy of the recipes to be preparsd.

A Each student was provided with a marker and instructed to
highlight any word/words not understood when reading. |
modeled how to highlight.

B. Upon completion of reading the recipes, the papers were
collected. Unfamillar words were listed on the board and aiso in
sentence forms.

C. Chalrs were placed in a circle and a discussion was hekd defining
the highiighted words.
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D. The following day, a test was administered. A variely of forms of
testing were tried with each change of recipe. The types of tests
ranged from writing out word definitions, multiple choice, and
trueffaise questioning. Each test contained 20 questions to be
answered in a 15 minute time period.

E. After the tests were coilected, students worked in their tab
groups to plan out iabs for the following day Test scores were
recorded on a chart next to the student's name and number of
words highlighted In the recipe.

F. Upon returning to class the feilowing day, actual hands-on
experience in the foods iab took ptace. The food produced as a
resuit of the lab was be another form of measure used to
determine highlighting effectiveness as a study aid. Then, a

comparison of test scores and lab results was examined for
similarities.

It was hoped that highlighting would have a positive correlation between what the recipe
stated and how the students interpreted the recipe directions and the end resutts of the prepared
product. The diagnostic procedure continued over a three month pariod.

BESULTS

Using highlighting as an only means for recipe comprehension proved ineffactive. Ninety
percent of the time, unskilled readers clalmed they "knew it all.” They only highlighted an average
of one word per recipe. These readers aiso produced test scores of 70% and below. Upon
entering into the foods lab setting, they failed to complete the iab adequately, resuiting in fow
quality products.

The skilled readers questioned recipe jargon 28% of the time, highlighting four to five
words per recipe. Testing results likewise proved highlighting to be a valuable tool with scores
ranging between 90-98%. When placed In a 1ab siluation these students were on-task. producing
high quality food products. '

I am going to toss this strategy out the window as it did not encourage the unskliied reader
to improve on comprehension skills.

DQISCUSSION

The obvious problem of comprehending recipe jargon stlll contimies to haunt me in the
foods room. The thrill of using markers seemed to be the hit of the hour, with little thrust placed
on grasping knowledge about the recipe. | believe that these results occurred bacause of several
implications suggested from the research literature on highlighting. First, highlighting Is most
effective for okder students and adults. From my observations, the younger age group Is still
having fun coloring with markers. Also, peer pressure of belng “poked fun at® could influence
whether or not a student chooses to highlight a word/words when the person next to them
“knows it all." Second, strategies for learning vocabulary and concepts in unfamiliar material may
need to be presented by modeling. This lack of a strategy was evident when, through the process
of group discusslon, unfamiliar words were clarifled. Students were not able to make an
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association between what the recipe stated and what was to actually take place in the Jab. Better
resutls occurred when subsequent instruction included demonstration. Third, the unskilled
reader has a difficult time using highlighting becauss it requires comprehension to know what io
highlight. | did observe that the lower reading achievers were those who had “fun” with the
markers. if highlighting was to be Incorporated into the classroom, clearly demonstrating how and
what to highlight visually several times will enhance student learning. This instruction would help

students focus on vocabulary comprehension strategies along with previding a hands-on
experience.

CONCLUSIONS

Analyzing a so-called "popular’ study strategy has been a valuable learning experience. |
would feel confident in teaching how to use highlighting as a diagnostic tool in the classroom to
other educators. Why a person highlights can provide positive learning and comprehension
effects on an individual if properly taught. Most important perhaps, is the fact that | now realize
sophomores and juniors are still kids at heart: hence, ! need to better equip myself with structured
strategies with this age group.
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EXPERIMENTAL STUDY

Mary Coyne

Kyrene Elementary School
8700 S. Kyrene Road
Tempe, Arizona 85284

Wwhat Effect Will Inventive Spelling Have On
Kindergarten Chlldren's Learning to Read?

STATEMENT OF PROBLEM

It is not known if the study of words in isolation really makes a difference, or it mare

student writing and exploration of their self-generated words would be just as effective in leamning
to read.

llictridmibic. A new language from another planet? No, it's a message written by a six-year-
old student. He wrote, "l like to ride my bike.” As chiidren grow and develop, they become aware
of ali aspects of written language and how to put them together to communicate meaning.
Invented spellings are written by the child as he hears the sounds in words rather than using the
accepted spelling. Goodman (1985) tells us a child's "miscues” are "a window of the mind." He
say$ errors are a piece of information that tells us most importantly what the child already knows
and also what he has yet to learn. Seeing the connecting places in childrén's minds assists when
teaching because we then can see how he relates and connects to rules and generalizations of
the English language.

Some research literature looks at the historical perspactive of the research review and the
basic philosophies upon which spelling, writing, and reading is based. Chomsky (1970) has
stated that i children are allowed to invent their own spellings for familiar words, their spelling will
become more conventional as they develop if they are given the opportunity to write frequently.
Horn (1957) states that the utility of a word should be the reason a word i3 placed in a spelling
program. Read {1975) and Beers and Henderson {1977) have shown that spelling is not simply a
function of sound letter relationship but it is closely related to the structural and semantic
refationship of concepts behind the words themselves.

Sorme studies such as those of McKee (1927) and T. Horn {1960} indicate that the word

list approach is more effective than a context approach. Some are stiil more concemed with the
Holistic Approach.

Reviawing this literature indicates there is a large majority of research to be found in
spelling and the effects of writing rather than spelling and reading. Therefore, this investigation
strives to find the link to successful reading.

BESEARCH QUESTION

What differences will occur when comparing inventive spelling and daily writing to
teaching words n isolation from a published basai program?

The primary purpose of this study was to evaluate the effecls of instructiona emphasis on

L4
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invented spelling within writing activities and students’ achievement in reading. Students’

-attitudes concerning this emphasis were also examined in order to help better understand the
role of motivation in leaming to read.

The probler of this study was non-directionai; theretore, the Investigation included the
iollowing three hypotheses:

1. Thera will be no significant difference in Gioup A's and B's
reading abllity as determined by the
- San Diego Quick Assessment
- Holistic Scored Writing
- Attitude Survey

2. Students in Group A will show a signiticant difference in reading
ability as determined by
- 8an Diego Quick Assessment
- Holistic Scored Writing
- Attitude Survey

3. Students in Group B will show a significant ditference in reading
abiiity as determined by
- San Diego Quick Assessment
- Holistic Scored Writing
- Attitude Survey

POPUILATION

The population used In this investigation consisted of 18 first grade students enrolled in
Kyrene Elementary School in Phoenix, Arizona.  Subjects were chosen by ability and sex:

6 high 3giris 3 boys
6 medium 3giis 3boys
6 low 3giris 3 boys

The subjects were divided between Groups A and B. Each Group was pre- and post-
tested using three instruments: Holistic Scored Writing Samples, San Diego Quick Assessment
Wordiist, and an Aftitude Survey. Group A received traditional spelling instruction with no daily

creative writing activities. Group B received invented spelling method taught with daily creative
writing activities.

MEASURES USED

The San Diego Quick Assessment (S.D.Q.A)) word list {Appendix A) is a sample ¢f words
to be read by each student. Each student must read as many words as possible orally to the test
administrator. Each child will stop after they have made a third miscue. Each student must
demonstrate a substantiai increased reading abillity of the next word list level of reading. For

example: To be a significant ditterence In the study, the child must be at least one graded word
list above_ the other group’s reading ability.

Students were asked to write about a tamiliar topk: (tamilies) and the sample was scored
holistically (Appendix B).
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A teacher-made survey was administered orally to all students. These questions are
directly related to identifying students’ attitudes towards reading.

EROCEDURES

1. Pre-tests were given during the first week of school. The testing
area was in the ciassroom with no other students, only those
being investigated. The S.D.Q.A. test was administered one-on-
one betwaen the teacher and the student.

2. The Holistic Scored Writing was given directly after the S.D.Q.A.
The teacher gave oral directions and the children were given as
much time as they needed to complete.

'3. The Atttude Survey was administered first. The teacher read the
questions to ail students and students filled in their answers.

4. Instruction began in the second week of school. Group A was
with Teacher X using the traditional published word list. Group B
was with the invented spelling and writing teacher, Teacher Y.

5. Teacher X gave Group A a spelling test each week using the test
study method. Teacher X gave a pre-test at the beginning of the
week and at the end of the week a final spelling test. Teacher X
aisc did the spelling book activities that went with each lesson
such as a cloze worksheet. Teacher X did not do any journal
writing, storybook writing, and did not use the children’s writing in
any way to assist with learning of spelling new spelling words.

Teacher Y utllized activities such as daily journal wriding, story book writing, and
transtormation activities. At this tirne, children were given the opportunity to experiment with the
speliing ot words. Children could expiore different ways to write and spell. Teacher Y was there as
a tacilitator to assist the child if the child requested her assistance. Also, these students used
peers to assist them. The chiidren in this group accumuiated new words and their spellings as self-
diagnosed. Each child expiored the words.. Each child, therefore, was learning new words from
his/her peers and the teacher. The children were building their own spelling vocabulary because
they chose the words they needed as they experienced a necessity to use them. Teacher Y's
function was as a facilitator for language production.

EOST-TESTS

The post-tests were given during the tenth week of schoot. This was the ending date of
the two and one-half month investigation.

The first test given was the Reading Attitude Survey. This test was administered orally by
the teacher In a whole group setting.

Foliowing the Reading Attitude Survey was the Holistic Scored Writing. Children worked
until they decided it was completed.
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The last test administered was the S.D.Q.A. This was given individually.

BESULTS

The data collected beiow shows gains were made by all treatment groups on all post-tests
given. The scored writing samples and the S.D.Q.A. showed equal gains in both Groups A and B.

The only post-test that showed an Increased amount over another group was the Reading
Attitude Survey.

San Diego Quick Assessment: Results for Group A

- Post-Test
Student# PP__P 1 2 3 Studentg PP P 1 2 3
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San Disgo Quick Assessment: Results for Group B
Studept# PP___ P 1 2 3 Stydept# PP___P_ 1 2 3
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Halistic Writing Flesut
CGroup A Group B
1 no yes 1 yes yes
2 yes yes 2 yes yes
3 yes yes 3 no no
4 yes yes 4 no no
5 no no 5 yes yes
6 yes yes 6 no no
7 yes yes 7 no yES
8 no no 8 yes yes
9 no no 9 yes yes

The Readiny Attitude Survey is the only area where a significant difference was
measured. Students in Group B responded to all questions positively in the post-test; whereas
students in Group A d'd not have an overall score that showed a change to positive responses in
their attitudes.

CONCLUSIONS

The problem this research undertook was to investigate the eftects inventive spelling,

daily writing, and a traditiona! basai spelling program have upan children's success rate in learning
to read.

Investigations were made comparing achievement and attitudes for students whose
curriculum emphasized invenied speiling and daily writing vs. traditional studying of new spelling
words in isolation trom a published spelling program.

One of the major conclusions drawn from the investigation was that both methods were
successful in teaching spelling. The data analyzed showed similar resuits, neither method
dispiayed a significant difference in students’ achievement.

However, the invented speiling/daily writing group did show a significant difference from
the other group in reading attitude. This group beiteved themselves to be good at reading and
spelling words. All students in this group had a positive attitude about reading, whereas only
three-quarters of the other group feit they were good at reading at the conclusion of this study.

Even though one group felt more successful than the other group, both groups
increased the same amount in their spelling/reading vocabulary.

In conclusion, this research demonstrated that a successful spelling/reading program
emphasized daily writing and frequently used words resuited In a positive effect on both
achievernent and attitude. The traditional teaching approach also showed a positive growth in

achievement. Utilizing both techniques shouid be considered for an effective spelling program in
first orade.
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Appendix A
San Diego Quick Assessment List: Answer Sheet
Nave Date
Schaol Teacher
PP ) 1
see you road
play come live
me not thank
at with when
run jump bigger .
go help how
and is always
look work night
can are spring
here this today
2 3 4
our city decided
please middle served
myself moment amazed
town frightened silent
early exclaimed wrecked
send several improved
wide lonely certainly
believe drew entered
quietly since realized
carefully straight interrupted
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: Appendix 8
ERE-TEST HOLISTIC SCORED WRITING
Student Directions
Pre-writing Prompt

Families are special people. I would like to learn about who is special in your
life. Who are the members of your family? Do you have brothers or sisters? What do
you like to do with your mom or your dad? What do you like best about your farnily
times together? '

Directions
Please write three or more sentences about your family. Be sure to:
- Uée capital letters where they belong.

- Print neatly.

Grade One - Scoring Criteria

8 Objective

Constructs 3 - 5 word sentences.

Score "Yes"; Student writes 1 or more sentences, 3 or more words long.

$core "No™. Words do not appear to be sentences QR sentences are less than 3 words.
2 objooue

Uses capitals correctly.

Score "Yea™  Student consistently uses a capital for first word of each sentence. for the
word "," and names of persons or pets.

Score "No"  Student fafls to capitalize words at the beginning of each sentence, the word
“L" or proper names. (Do not penalize failure to capitalize other words requiring capitals
or capitalizing words that should not be capitalized.)

3 Objective
Prints legibly.

Score Yes": As you read the writing sample, you can decipher all but one or two words

without pausing or re-reading, (Legibllity is the key, pot "standard-ness" of letter
formation.)

Score "No; More than two worda are {llegible, L.e., you cannot decipher the words without
pausing or guessing.




@S
i

133
EXPERIMENTAL STUDY

Jane Peacock

Abia Judd Elementary School
1743 Willlamson Valley Road
Prescoft, Arizona 86301
{602)445-5400

Can Student Retention of Vocabulary Be Influenced
by Pre Reading Activities?

STATEMENT OF PROBLEM

' The purpose of this study is to discover If student retention of story vocabuiary words can
be influenced by the methods the teacher uses to introduce the new words.

QUESTION BESEARCHED

Does introducing story vocabulary words to first graders using Big Book Basal Readers
and introducing the new words using contextual cues have an effect on retention?

SAMPLE POPULATION

This research was done at Abia Judd Elementary Schoo! which was opened this fall. The
students had previously attended kindergarten at one of the five other elementary schoois in
Prescott, Arizona. The research group was composed of 14 first grade students who were piaced
in the average reading group as a result of their scores on the beginning of the year reading test.
The groups were divided into a control group and an experimental group (described below).
There were no students in either group who were receiving special reading itelp with a resource
teacher or a Chapter | reading teacher.

Control Group

This group was composed of three boys and four girls. One student had been in

developmental kindergarten, one student had been in pre-first, and two were repeating first
grade.

Exparimental Group

The experimental group v/as composed of four boys and three giris, two students had
been in pre-first and two students had repeated kindergarten.
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PROCEDURES FOLLOWED
Control Group
1. Reading petiod 20 minutes each morning.

2. Teacher writes the new words for each story
on the chalkboard.

3. Teacher pronounces and explains what
each word 1.5eans. She then asks students to
repeat the new words.

4. Teacher c¢alls on volunteers to read the new
words from the chalkboard.

5. Students read the story from their basal
reader in their reading group.

BESULTS

Experimental Group
1. Reading period 20 minutes each day.

2. Teachet, using Big Book Basal Reader,
asks the reading group to silently read the new
story one page at a time. Students to raise
their hands when they "discover” a new word
In the story.

3. When the students "discover” a new word,
the teacher reads aloud the Sentence the new
word was found in, leaving out the new word.
Example: Bear can — with Chip.

4. Students predict what the new word means
and read the sentence using the new word to
confirm their predicted meaning.

5. After all the new words have been
"discovered,” the siudents will take turns
reading oraily from the book.

The entire study lasted approximately 11 weeks through 2 Big Book and 2 basal stories.

The pre-tests and post-tests were alike in format and consisted of finding the correct vocabulary
word and either circling, placing and “x* on, or underlining the correct word. An example would be:
"Find the word with and underiine it with an orange crayon.” The students were given a pre-test
before the lesson for each new reading story. The post-test was given the foliowing day after the
students had read the story and completed the workbook pages that correspond with the story.

The statistical results show the number of combined errors made by the members of each

reading group for each story. The results are broken down into pre-test scores and post-test
scores for each group for each story.

The students were using the New Friends and Mortimer Frog basal reader published by
Harcourt, Brace, and Javonovich.
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Pre-test
New Frignds, published by Harcourt, Brace, and Javonovich
Story # # Errors Story # # Emmors
1 4 1 5
2 5 2 4
3 11 3 6
4 6 4 13
5 3 5 5
6 11 6 8
7 13 7 2
53 36
Post-test (Recall}
New Friends, published by Harcourt, Brace, and Javonovich
Expermental Group
Story # #Emorg Story # # Errors
1 o] 1 2
2 1 2 1
3 2 3 1
4 1 4 1
5 1 5 1
8 5 6 5
7 1 7 1

—
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The post-test results show that both the contre! group and the experimental group were
able to reduce the number of errors in their regall of story vocabulary words for each story. There
does not seem to be a noticeable difference that could be caused by teaching style. The use of
Big Books and context to learn words is as good as the traditional technique for teaching

vocabulary recall.
New Vocabulary identification Pre-test
Mortimer Frog, published by Harcourt, Brace, and quonovich
Story # # Errors Story # # Errors

1 1 1 4
2 0 2 1
3 7 3 2
4 7 4 3
5 0 5 1
6 9 8 4
7 4 7 -

28 20
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New Vegcabulary Identification Post-test
Mortimer Frog, published by Harcourl, Brace, and Javonovich

-|mm-hr.cm-n§
;Nmomuoag
\lmm-hmm-E
cox.noo-s-omE

The results from the pre-test and the post-test show that both groups were able to reduce
the numbers of errors they made In yocabulary word identification. There is a slight reduction in
errors made by the experimental group that could be a result of teaching style. Most importantly,
both techniques help students learn new words.

CONCLUSIONS

In drawing conclusions based solely on statistics, | noticed the testing procedures basals
use oliminated any use of context clues which viould seem to favor the control group results.
Thelr instructional method relied on the teacher presenting the words In Isolation so visual and
auditory cluas for word identification were all they were used to. Instruction for the experimental
group encouraged them to experierce and use context to word attack. In spite of having context
clues removed during testing, they were able to improve almost as much as the control group on
post-tests. 1took pride In this reduction because it shows my instruction to be effective. Based
on test scores, | would have to say both methods of introducirig new words are effective for first
grade readers. The test results show that | can teach using either method and not reduce my
students’ test scors results. This means | can eliminate basal stories and use Blg Books and
literature with meaning-based vocabulary leaming techniques o teach reading. | believe in the

new technique and my results on typical pubiisher tests will be at least equai to the traditional
method. '

in drawing conclusions based on things | observed in class and recorded in my journal, |
would have to conciude that teachirg vocabulary words using Big Books is more effective. 1
noticed with my experimental reading group that more students were actively invoived in
“discovering™ new words and they were also more likely to be paying attention to the story while

other students were reading orally. The students themselves expressed a preference for the Big
Book readers for the foliowing reasons: .

They thoughit the large print was easier to read.
They liked the larger illustrations.

They said reading from the Big Book orally made them feel "special.”

I noticed that the Big Books seem to act like a magnst for my students; during free time
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many of the students in my class read from the Big Books. | did not notice students choosing to
use their free time in class to read from their standard size basal readers. Althoughthese changes
were not caught my test score results, they are worth switching techniques to achieve.

The test resuls do not show intangible resuils such as the students’ enjoyment of
reading. This type of result | could see in my students, but | could not document with test scores.
I noticed my experimental reading group was more actively involved with each lesson; they
seemed to be enjoying the lesson more and were more likely to be attentive when other students
were reading orally. Next time | will create preassessment measures to capture such changes.

The style of teaching | usec with each reading group did not make a statistical difference
in my students' performance but | feel it did make a difference in my students' enjoyment of their
reading lessons.

b



@S
i

139
EXPERIMENTAL STUDY

Leanne Fernald

Andraw J. Mitchell Elementary School
900 Avenue B

Boukier City, Nevada 82005
(702)79%-8280

The Interactive inquiry Approach to Teaching Vocabulary
STATEMENT OF THE PROBLEM
Research from recent years has strongly supported the idea that vocabulary is best taught
in context. However, there are many different ways of doing this. The challenge appears o be
the development of a program which teaches enocugh new words with a high enough retention
rate to be an efficlent use of time. | developed a new vocabulary program and wanted to try it
during the school year. As the school year progressed, | became fascinated by the students’

ability to recognize and understand words which we had studied months before. | decided to call
my program the Interactive Inquiry Approach (l1A) to teaching vocahulary.

BESEARCH QUESTION

Is there a difference in medium and iong-range retention of vocabulary concepts hetween
fitth grada students who receive vocabulary instruction in a contextual dictionary approach and
fifth grade students who receive vocabulary instruction in an interactive Inquiry Appreach?

SAMPLE POPULATION

Two fifth grade classes from Andrew J. Mitchell Elementary Schoo! in Boulder City,
Nevada, were used for this study. Because of class turmover, only those students who were
present for all three testings were examined.

Control Group
Mr. T's class consisting of 22 students: 10 giris and 12 boys.

Experimenta! Group
Mrs. F's class consisting of 20 students: 13 giris and 7 boys.

PROCEDURES

Vocabulary words were drawn from fifth grade curriculum areas including reading,
spelling, social studies, and sclence. Sentences introducing the words were the same for both
groups. New words were introduced each week for six weeks, most of them shortly before they
were used in the respactive subject areas. The pre-test and both post-tests were the same.
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Control Group
1. Pre-test was given September 6.

2. Words were introduced on 6 consecutive
Mondays, each placed in context of a
sentence, Fifteen words were introduced the
first week, 18 the second week, and 20 for
each of the last 4 weeks of the study.

3. Students used dictlonaries to look up the
meaning of each word as it was used in the
sentence, working an average of 30
minutes/week.

4. Teacher checked with the students to make
sure they had chosen the meaning from the
dictionary which fit the sentence and also
clarified dictionary definitions. This teacher-
assisted Instruction "took about 30
minutes/week, to make a total of approximately
60 minutes/week spent on vocabulary study.

5. A matching test was given each Friday.

6. To measure roderate-range retention, a
post-test was given November 8, 3 wesks after
the iast week of new vocabulary instruction,

7. To measure long-range retentlon, the same
post-test was given March 5, 19 weeks after
the last week of new vocabulary instruction.

BESULTS

Experimental Group

+
1. Pre-test was given September 6.

2. Words were introduced on & consecutive
Wednesdays, each placed in context of a
sentence. Fifteen words were introduced the
first week, 18 the second week, and 20 for
each of the last 4 weeks of the study.

3. Of the twenty-word list, 7 words were
discussed each Wednesday, 7 each
Thursday, and 6 each Friday. Students
guessed at the meanings, relying strongly on
contextual clues. Students were encouraged
to manipulated the words, using prefixes and
suffixes. This led to the discovery of changes
in parts of speech and alternate meanings.
The teacher acted as a facilitator,

4. Students wrote notes which were most
meaningful to them: definitions, examples,
personal experiences, and even drawings.
Approximately 60 minutes/week were spent
on vocabulary instruction.

5. A test was given each Tuesday consisting
of a word list and 20 new sentences with
blanks.

6. To measure moderate-range retention, a
post-test was given November 8, 3 weeks after
the last week of new vocabulary instruction,

7. To measure long-range retention, the same
post-test was given March 5, 12 weeks after
the last week of new vocabulary Instruction.

The same test was used for the pre-test and both post-tests. The test was a moditied
Cloze form vocabulary test in which students were to choose the correct word to fill in the blank,
There were 20 words and 20 sentences. Three to four words were randomly chosen from each of
the six weeks of new vocabulary introduced. Pre- and post-test sentences were ditferent from
introductory sentences and the experimental group’s weekly test sentences.

b
G
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Table 1
Mean and Percentage of Correct Responses
Mean % Mean % Mean %
Control Group 7.2 36 12.4 62 14.5 73
Experi- Group 8.9 45 16.9 85 16.8 84
mental
Table 2
Numt { Stud Receiving 100%
Control Group 1 3 5
Experimental Group 0 9 11
CONCIUSIONS

The results of this study show that students who recsived vocabulary instruction through
an Interactive Inquiry Approach demonstrated better medium- and long-range retention of
vocabulary concepts than did students who received instruction through a contextual dictionary
approach. Even though the pre-test percentage was higher for the experimental group {45% vs.
36%), the percentage of growth to the first post-test for that group was 40%, while the growth for
the control group was 26%. The difference of 14% growth between the two classes is
impressive. Even though the experimental group also discussed aiternate meanings and various
forms of each word, the students were still able to use the word as it was originally introduced. In
my opinion, discussion in depth through a discovery method is a more efficient use of time, with
students attaining a high rate of success.

The control group continued its improvement over the foliowing four months to 73%,
while the experimental group basically maintained Its previous level of knowledge, dropping 1% to
84%. This was a surprising result which caused me to look carefully at the data and investigate
more fully what happened during those four intervening months from November to March. Why
did the control group continue to improve? Both classes have proceeded to teach vocabulary in
the same way since the six-week study was compieted. Reading skills taught were the same for
both groups. The one maijor ditference In the classes was that Mr. T. had had his students work
approximately 60 minutes per week in an RFU kit {Reading for Understanding) published by
Science Research Associates. The kit consists of short, open-ended paragraphs. Students
choose a word or phwase to complete each paragraph. A number of the new vocabulary words are
used in these paragraphs. A tentative explanation for the control group’s increase in test scores is

that the students had additional exposure to the words and oxtensive practice in completing a
modified cloze form passage.

189
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It Is significant that the experimental group attained a high rate of success originally and
maintaingd that success rate. This seems to indicate that students could continue to leam new
words, plus afternate meanings and various derivatives, at a rate of at least 20 words per week
thereby greatly expanding their workabie vocabulary.

HOW THIS BESEARCH HAS HELPED ME AND MY STUDENTS

| wilt definitely continue to teach vocabulary as a separate subject in this manner. The
students seem to have a great deal of pride in their expanded knowledge and seem to be more
aware of words. | feel that an interactive inquiry approach to teaching vocabulary is worthy of more
in-depth research. There is a nead to determine its success in student’s knowledge of multiple
meanings and their ability to manipulate words wit~ nrefixes and suffixes.

. .
.:Lul'
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EXPERIMENTAL STUDY

Shermri Hochstettier,

Chapter | Reading Teacher
Washington Elementary School
300 E. Gurley Street

Prascott, Arizona 86301
(602)445-5400

Wil Teaching Actlvitles for Language Knowledge (T.A.L.K.)
Improve Students’ Language Skilig?

STATEMENT OF QUESTION

Will thirty minute "Teaching Activities for Language Knowledge" (T.A.L.K.) lessons, four
days a week, improve second grade students’ receptive and expressive language skills?

PQPULATION
Control Group A

Mrs. X's second grade class had 20 students: 10 girls and 10 boys. Three students were
in Chapter | Reading and three in Corrective Reading. One student raceived Special Education

and ESL support. Two students were repeating second grade. There wera five minority students
and eleven students on free or recuced lunch.

Control Group B

Mrs. ¥'s second grade class had 18 students: 8 girls and 10 boys. Six students were in
Chapter | Reading ard three in Corrective Reading. Two students received Special Education
support. No student received ESL support. No students were repeating second grade. There
were five minority students and five students on free or reduced lunch.

Mrs. Z's second grade class had 18 students: 9 girls and 9 boys. Three students were in
Chapter | Reading and three in Corrective Reading. No student received Special Education
support. One student received ESL support. No students were repeating second grade. There
were two minority students ard five students on free or reduced lunch.

it seemed to me these actual classrooms were equal enough to compare and the results
wouid not be Influenced by population.
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PROCEDURES FOLLOWED
Control Group A

1. HBJ basal readers were
used daily with homogenous
groups. Students changed
classrocoms for reading and
may not have had reading
with their classroom teacher.
The reading classroom was
homeogenous.

2. Chapter | and Corrective
Reading students received
45 minutes of small group
reading Instruction 4 days a
week during classroom
reading time.

3. Language axperience
activities were used as a
supplement to the basal.

4, "Beyord thie Basal” by the
Perfection Company was
used as a supplement to the
basal reader.

5. The classroom teacher
consistently read to students
30 minutes a day § days a
week.

Control Group B
1. HBJ basal readers were
used daily with smali
homogenous
Students had reading with
their classroom teacher. The

reading classroom was
heterogenous.

2. Chapter | and Corrective
HReading students received
45 minutes of additional
reading instruction 4 days a
week,

3. The classroom teacher

canaistentiy read to
students 30 minutes a

day, 5 days a week.

4. This group did not receive

. any other language activities.

groups.

Experimental Group

1. HBJ basal readers were
used daily with smatl
homogenous groups.
Students had reading with
their clagsroom teacher. The
reading classroom was
hetercgenous.

2. Chapter t and Corrective
Reading students received
45 minutes of additional
reading instruction 4 days a
WeckK,

3. The classroom teacher
read to students 15 to
45 minutes, 3 to 4 days
a week.

4. Teaching activities for
T.A.L.K. lessons were held
30 minutes a day, 4 days a
week, Classes were taught 2
days a week by the ciassroom
teacher and 2 days a week by
the reading specialist.
T.A.L.K. lessons covered 6
areas:
a. Personal & social
. awareness

Listening skills

Rhythm & prosody

Grammatical skills

word relationships

Cognitive skills

~oapg

5. T.A.LK. lessons required
active verbal participation by
all students.

The stucy lasted about sevon months. { conducted the Chapter | reading lessons

described In each group.

| TN
-
[V
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BESULTS
Ere-Post Tes Data

The Peabody Picture Vocabulary Test Form L was administered to all groups in
Septermber, 1988, and April, 1989.

Experimental
Control Group A  Control Group k. Groyp

Number of
Pre-Post Scores 20 18 18
Baw Score Datg
{Post-test)
Improved Score 12 17* 14*
Same Score 1 : 0 1
Lower Score 7 1 2
Percentile Data
{Posttest)
Improved Score 6 10 9
Same Score 2 2 3
Lowar Score 12 g 7]
Observation Dalg

A daily participation record was maintained to determine changes in class involvement.
Additionally, informal observations were made on soma students.

1. Student A Is a seven-year-old male gifted student. At the beginning of the year he

. seldom participated in class activities, was intolerant of others, and withdrew from the group. He

has ieamed to be part of a team, to wait his turn to speak, and to express his thoughts more
congisely.

2. Student B Is an eight-year-old female ESL student. At the beginning of the year she was
silent and withdrawn and reading at a beginning flrst grade level. She is more comfortable
participating in discussions, will volunteer Information, has improved her fluency and knowledge
of English, and her self- contidence has improved.

3. Student C is an eight-year-oid male student. He was extremely shy and wouidn't speak o

- the teacher for several weeks. Eventually, he was speaking up during T.A.L.K. time and would

speak to the teacher. Unfortunately, he moved away In the middle of the year.

4, Student D Is elght years old, male, and In an emotionally traumatic home situation. He
didn't usually participate In group activities. During the year he gradually increased his participaton
in T.A.L K. lessons. By the end of the year he began talking and maintaining more consistent eye
contact. Although he showed no gains on the PPVT, it is felt he made significant growth,

133
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5, Student E Is an eight-year-old female student. She is a very shy girl and rarely
volunteered in class. She is now able to speak in front of a group.

The Experimental Group and Control Group B students with low or low average scores
made the most gains on the PPVT. Students with high scores in ai! three groups made little or no

gain on the PPVT. Thay must already have the language activities deveioped by the activities
used in this study.

Students in the Experimental Group who showed negative gains were students whose
pre-test scores the classroom teacher judged as invalid or were students under unusual
environmental strosses. However, the classroom teacher observations indicated a slight gain for
three of the six negative-gain students.

Half of the Experimental Group improved or maintined their PPVT percentile levels. Half
of Control Group B Improved or maintained their PPVT percentile levels. Less than half of Contro!
Group A improved or maintined their PPVT percentile jevels. The Experimental Group and
Control Group B are from the same school and have the same Chapter | support. Control Group A
is from a different school, has a ditferent Chapter | program, and has more students on free or

reduced lunch. Therefore, their lack of gain may be because of a difference in population and
environment characteristics.

Even though 14 of 18 students improved their scores, according to informal
observations, T.A.L.K. appears to improve areas other than those tested on the PPVT. Most
significantly, social behavior and class participation improved. Next time | would use another form
of assessment to measure progress in these areas too.

Control Group B made significant gains with 17 of 18 students improving their scores,
apparently due to the classroom read-aloud program. Reading aloud thirty minutes every day
seemed to improve receptive language. :

Language development activities seem to positively influence growth in students. 1t Is
worth the time spent by teachers on these activities.

BEFLECTIONS

| became convinced that language activities which require active student participation
instead of language arts worksheets are more likely to improve student performance. The project
not only heightened my awareness of the need for my interaction with the classrcom teacher, but
also the effect of my invoivement In the classroom. | have concluded that Initiating a new program
with a team approach made the change easier for the classroom teacher. Activities which require
active verbal participation and listening will be a costant component of my Chapter | reading
program

We will continue using T.A.L.K. in the experimental classroom next year with ail lessons
being taugit by the classroom teacher. We wiil expand the program to all primary grades in my

school In the fall. In-servicing is to begin next month. Several other schools will initiate the
program In the fall.
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AMALGAMATION

It Is tascinating to me to read of each researcher's personal gain while researching. Even
though a teacher's day is fuil of demands that inhibit any meditative perceiving, these reports

provide testimony for the renewal found in making the time. A partial list of gains | found in the
research is:

1. Results usually confirm a teacher's feelings and infuitions. This
validates the claim that teaching is learned by teaching. Effective
teaching probably results from introspective teaching as
described in the studies. '

2. Results generally contirn what was presented in graduate
classes or read about In professional journals. Connections are
made between an idea in theory, or actions of another and a
researcher's personal behavior.

3. There are always a few surprises.aiong the way: the student who
iearned more than you expected, the humorous comments, the
unexpected changes required (a student moved away or a tellow
teacher changed a step in the design).

4, Researching provides satistaction. Maybe ali the mental activity
reuniies researchers with cognitive skills they were successtul
with during thelr own development as scholars. Maybe the
mental activity required is why they thought they wanted to be
teachers in the first piace. Imbedded in most reports is a curiosity
and delight 1 found encouraging. .

5. Reports reflect an increase In personal and professional
confidence. The teachers focused their efforts and documented
resuts. How rewarding it is to pause and take credit for teaching.

6. Students always show growth as a resuit of our teaching. The
studies all Indicate students end a study with new behaviors
even in the control group that received a less glamorous

treatment. We should shout from the rooftops that teachers do
make a difference.

7. Both overtly and covertly | noticed a sense of wonder and awe
coming through the written reports. Research Is its own reward

and leads to feelings and thoughts that are renewing to follow up
on.

8. Studies that measured attitudes reflect another dimension of
growth in stucients that teachers don't often receive credit for. |
think we all go into teaching because we want to pass on our
enthusiasm for leaming and because we care about leamers. If

»
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we measure attitudes and motivation it looks like we can assure
positive growth during a study. Teachers are abie to share their

love of whatever they are doing and/or create an interest in
leaming.

Metacognitien is a recently popular word to describe a thinking skill teachers are to pass
on to their students. It means to think about thinking, or to censciously apply thinking strategies
to a task while completing it. How much easier it will be to teach this awareness of thinking when
we are actively engaged in it ourselves. The experience of “stepping back” from the frenzy of
teaching and identifying our actions allows us to see “the whole” of teaching in a novel way. It
seems to create an infectious enthusiasm in our demeancr with leamers that gets commuricated
to leamers. They can't help but react to our spirit as well as our directions as we conduct lessons.
It is my experience that positive memories of schooling and leaming are much more iely to occur
at this spiritual level than solely at cognitive levels.

wt -
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